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FOREWORD .

The history of educational research evidences the unending attempt to
improve educational practice. Although much important information has
* been gleaned from such résearch, a problem remains. There is 2 quantity of
available ddta but too little demonstrated adaptation of | ctual practice.
There is even less evidence of training strategies designed for these addp-
tation processes..The Teacher Corps is attempting to alter this imbalance.
- ° This documentreports the first year activities of Teacher Corps projects

- demonstrating the-training framewaork, entitled the Adaptatioq of Research
- Findings. As one of five*frameworks, the Research Adaptation projects are

attempting to incorporatgeinto. the design of theit training/retraining
programs the results of research, empivical practices and processes which
have proven effective and reledant to'the lebrning and educational processes
fongchools serving low-ingome, populations., -+ . .

. This framework, like the"OMffer four, is'viewed as a gesponse to.the call
for a systematic.change“in teacher education. Specifx’cély, this framework
addresses the long time need to support efforts to, #st, adapt research
results as needed, secondly, demonstrate training and retraining ap-
propriate to adaptation, and tflirdly, to apply such results to the classroom
and hopefully improve educaional opportunities for students. More suc-
cinctly, the framework for training to adapt research findings demonstrates

PR .

the effort to:mesge-theory with practice:
what in the pdst has been left unsaid. Namely, much that is published as
research-based for teacher use is ‘not useful. Many of the -materials
developed for teacher use havé*not been adequately tested, the materials
often become obsolete by the time they reach the teacher. The extent to

~- which research results have had to be adapted clearly supports this con-

.

tention.

riate research results, adapting suchresults to
local needs,'andidesignjng &ppropriate training have spent a year d@/elop‘ing
and documenting the processes used to achieve theig reported results. .

This document attempts to report a composijte picture of those project
processes. An individual project profile has not péen attempted. Rather,

each project’s documented implementation process was synthbsized and
reported under major headings which were identified by the document's
. author in conjunction with ¢he directérs:of the projects.. The effort should

At the saine time, the findings of the frameWork to date have verified-

The Teéc_ﬁéf. Corps projects addressing ‘the concerns related.to iden--

.
. -

benefit all Teacher Corps projects in add"'l‘c_;n' "to ‘otHers ‘involved in ir.r\ll .

proving teacher education.

.+ Dr. William L. Smith - - :
. - . Director, Teacher Corps . o ol

UX. Office of Education. “
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'EVALUATING IMPACT — AN OVERVIEW

Few words in our vocabulary can create more of an emotional reaction
than the term “evaluation.” The term Was associated in our youth with test-
taking, grading, and decisions about our future. Oyr own personal worth is
often shaped by the evaluations we veceive from olt{h'ers._ As adults we try to
‘have a more objective view of the évaluation process, but it always seems

more acceptable to evaluate others than to be evaluated ourselves. Although .

evaluations of some form .or another take place every day, it is difficult to

be'co{_\;,e accustomed to the process. ‘
or anumber of important reasons, the evaluation process is gaining in-

. creasing significance in the field of education. Those who fund edutation

LY : 1 . 3

“comghion. It is more often the case thay@person is hired who has ht'fgcqn X
nZaghis®

are becoming concerned about the documentation of the- impact on the
quality of education students receive. In recent years increasing numbers of

. federally funded educational programs have included: evaluation of project

outcames as a mandatory component of their projects. For example, Title 111’

(now IV-C) of, the Elementary. and Secondary Eduecation Act, which funds

innovative projects in public schools, requires local, state, and sometimes

_federal evaluation of projects: Teacher Corps now requires evaluation as a

component _for all its projects. The basic question asked in, most cases is

“What impagt has this project had’upon the recipients of the services which
were delivered?” N

-

The consequience of the recent emphasis on accountability has been to -

‘sharply increase the emphasis on evaluation within projects of all types. It is
not uncommon for a proposal writer to be required.to include a section on
proposed evaluation activities and to indicate in the personnel section that
at least a half-time person with evaluatiop skills will be employed to carry
out project evaluation activities. While sgme project directors are fortunate
enough to find an experienced evaflator who can assist jn the con*
ceptualization and implementation of an gvaluation plan, this is. not
two 'statistics cour®es and little experience in project evaluiti
"evaluator” may have the assistance of a trajned evaluation specialist,fforn a
nearby university; however, tithe-and fund$ for specialists are often limitéd.

L

4 ”
]

& )

Because of the lack of experienced evaluatqrs, this monograph has been

prepared to provide project directors and evaluators with an overview of, the
evaluation process as if applies to educational projects and how it can be
performed systematically and effectively. The mpst important characteristic
of this monograph is*ot that it will provide a ““textbook” solution to all real

~world evaluation problems, but rather, that it is aimed directly at the

identification and considération of problems which emerge in projects as

evaluators attempt to design, implement, and interpret an evaluation
strategy. The monograph draws directly on the éxperiences of ten Teacher

Corps project evaluators. These evaluators represent a variety of academic -

backgroungs:and several different types of projects as well. It is anticipated
that readers can identify their interests with those qf a number of’ the
projects which are described biefly in the appendix.

phche _ ‘ .

r
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“ h Chapter One

It is hoped the reader will benefit directly from the experiences of the
evallators as they implemented their evaluation plans. No attempt hasi}een
made to. gloss over the dificult problems or té' make things whicK are
relatively easy appear more difficult. The remainder of this chapter will -
briefly describe the succeeding sectiens ,of the monograph.'.Based on this
overview, the reader may wish to refer directly to specific topics which are of .
current interest, or to read systematically from the beginning to obtain a -
total perspective on the evaluation process.. :

First, in Chapter |1, an in-depth look at the evaluation process within
various education projects is presented, and the differénces bggween impact
‘evaluation and process evaluation are discussed. The point will be made that

< in order to effectively describe the impact of a project,it is necessary to
document and describe project activities as they are planned and carrigd
out. This information is valuable not only for indigating the effectiveness of
the project and enhancing the probability that the project products and .
procedures will be useful to other educators, but also for making project
management decisions relative to procedural por program changes. A
cagbarison among projects which focus either on student outcomes,
teachgr outcomes, or institutional outcomes is presented and implication’s
these gifferent foci have for the evaluation process are made. = ~*»

, .

. Considerations of where to begin to conceptualize. the evaluation
process are presented in Chapter 111. Typical evaluation systems begin with
needs assessment activities such as the identification_and prioritization of
needs which should be addressed by the project. These assessments usually
result in the statement of project goals#&high are converted into specific
objectives. . ) | '

While the process of conducting needs assessments to establish project
goals and objectives is fairly straightforward, there are-problems related to
thede activities which can and’will occur. Thesé problems are related to the

‘ ‘proiect proposal, the collection of data, and the actual aéceptan.ce of stated

ot project goals by the participants in the project. Because of these problems,
there are often limitations on the objectives which are established. -

The' néxt chapter, Chapter 1V, discusses the deSign of im pact evaluatipn
studies. While. some. projects lend themselves to classical, experimental .
design’ techniques which hive been well known for years, there are often
extenuating circumstances which make the implementation of such designs
almost impossible. Therefore, somesalternative approaches to evaluation
studig®’such as quasi-expe imentabdesigns and the establishment of criterion

" -standards for evaluatio{willfk;f&.pfésented.- The advantages and disad-

i

;

" vantages of these approathes il be distyssed along with a consideration of
= .. unanticipated outcomes apd the. i5e:bf -goal-free evaluation.

i .+ Afteranimpact evaluation desigp has been established, the next critical’
step, as discussed in Chapter V, is¥he design and/or selection of evaluation
instruments which will be epiployed. It is not’unusual for a project which
focuses on student outcomes to select a well-known standardized test of 2
academic ability as its major impact indicator. However, thére af&*numerous
problems with this approach, and these will be discussed. Project ebjectives -
which relate to skill égd attitudinal outcomes do not always lend themselves
toestandardized testing. Other types- of assessment instruments, need to be .~
identified. A variety of types of instruments which can be used for ghe;e

»
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purposes will be c_onsrdered as weII as; beha\noral mducators which can be
.used to -evaluate brolect outcomes, -,

-1t might appear that, 'after the goals and objectives of a prolect have
oot been established,. the evatuatlpn design ‘completed, and the appropriate |,
@ -evaluation rnstrumeﬁts Iocated the evaluator can setite to other interests

5 and wait yntil the pro;&ct is. eomplete to collect data and make-conclusions

) about project’ effectlveness However, it is argued in Chapter VI that this is.
" hot the case, but: rather that the process of evaluating ongoing activities
during the projgct is ufdcrltlcal importance both to the management of the
project and to the evéntual exportability or sharing of the outcomes of the
project. “Proceduref and instruments which can be ‘used for prodess
evaluation will be consndered along with the utility. of th|s data whlle the -
* project is‘under way.

The need for an information system which is avallable to both the
project director and other project personnel will be discussed. The pros and
cons of a variety of approaches to establishing and maintaining such in-
formation systems will be presented.

The importance of careful preparation for the presentation of data
gathered during the evaluation process is considered in Chapter VII. Too

.~ <often extensive work is done to collect valuable evaluation data which is
: presented in such a confusing mannper that it is of little use to the consumers
of the information. This chapter will emphasize the |mportance of the-
9rgamzatlon display, and interpretation of data in order to maximize its,
AUsefulness by the intended recipients.

Chapter VIfl focuses on a numher of the major problems and issues,

which arise in the impact evaluation process. These problems include bo%’

o

orgaplzatlon and "people” problems and how they relate to the evaluati
_, process. Some of the problems-may appear to be trivial, however they cdn
-+ have a significant impact on ‘theability of the evaluator to collect and in-
_ terpret project data. These are problems which, if anticipated-in advance,
“  can often be minimized or eliminated. However, if they are not antrcrpated
they may.raise. major questions:about the effectlveness of the evaluation.
- - The fmal chapter, Chapter' IX, summarizes the importance of poth
process and impact evaluation and the cpn5|derable srgmfrcance they play
. in terms of the educational benefits of projects. Brief attention is given to
: the political necessities of implementing evaluation and the benefits which
" can emerge through this process. Future:dlrectlons for evaluation and the
i evaluator are’ also consrdered

[ 3 "
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CHAPTER 11

.#_ ROLE AND SCOPE OF

. “"PROJECT EVALUATION

. N :
~ Several decades ago the terms evaluation and.educational research
were nearly synonymous. Educational research was typically performed at

that time by individuals trained in the field of educational psychology or

statistics. The,primary purpose of those studies was to investigate the role of
various learning patterns and instructional techniques. The methodology

was often a combination of procedures adopted from the parent field of =

psychology " and statistical approaches borrowed from the field of
agriculture. Educational researchers were distinguished by their attempt to
use meaningful fearning materials in'a real or simulated classroom learning
situation. .

In this context, evaluation was often equivalent to running T-tests be-
tween scores for an experimental group and a contrelled group to determine
which had learned more or had used the lesser amount of time to achieve a
particular level of performance. These studies were often criticized for either.
the lack of rigor in their experimental designs or in the descriptions of
comparison groups which often served as controls. Many studies employed a
control group which represented the "traditional” approach to teaching a
particular subject. For example, hundreds of studies were run at that time
which compared innovations such as televised instruction or programmed
instruction with traditional, instruction. The results.of these comparisons
were often mixed and contradictory. ' 1

It was in'this environment that the federal government began to provide
substantial funding for curriculum development projects in the late 1950's
and early 1960's. The intent of these projects was to'bring the latest advances’
in knowledge in a variety of content areas into high school classrooms using
innovative curriculum development approaches. Literally millions of dollars
were invested in these curriculum development projects prior to the
evaluation of the new materials in the classroom. To the concern of many,
the eventual evaluation of these materials indicated that, while they were
quite effective with very bright students, they were of limited value to
average and below average students.

This shortcoming stimulated a number of discussions among
educational researchers concerning the procedures that might be employed
to avoid the funding of implementation projects ‘prior to determjning the
effectiveness of the innovation. The most substantial conceptual outcome of
these concerns was the paper by Scriven (1967) in which he discusseg the
need for both formative and summative evaluation techniques. K

Scriven maintained that for years educators had conducted summative
evaluations to determine the relative effectiveness of completed: in-
structional products. He argued that a companion type of evaluation, for-_

kS n

> . 6 ¢
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ROLE AND SCOPE OF PROJECT EVALUATION =\

mative evaluation, should be instituted on all instructional development
projects. Formative evaluation refers to the gathering of data relative to the
goals of the project throughout the life of a project in order that developers
may evaluate products and précedures and make necessary changes before
the final version of the innovation is produced. .

‘Both formative and. summative evaluation procedures have become

‘familiar and widely used during the past 10 years. The general distinction

made between the two terms amang evaluators is that formative evaluation
is a process which is internal to the project and used to make revisions while:
the product is in ity “formative” or development stage. Summative
evaluation; however, is the determinatiori of the absolute and/or relative
effectiveness of a product.

While theseé definitions appear at first to be distinctly different, their use
in practice sometimes makes them impossible to differentiate. For example,
evaluations are sometimes made during ongoing projects to determine
whether funding for the project will continue. In that sense, the decision to
be made is a summative or ultimate one. On the other hand, some projects
are of a continuing nature and employ continuous evaluation to revise or
upgrade materials and therefore never seem to reach a summative stage.
While it is sometimes difficult to make a clear distinction between these two
processes in -a project, it is critical to note the whole new approach to
evaluation which has been brought about because of the oncept of for:
mative evaluation.’; . . . ‘

Given this-background on formative and summative evaliation, it is
now possible td'place the concept of impact evaluation into perspective.
Impact evaluation is synonymous with summative evaluation as that term is
used by Scriven. Consider, for example, the definition of impact as it is being
used within the context of a teachertraining project: 7

‘

WHAT IS THE POSSIBLE IMPACT OF TEACHER TRAINING?

. This is the important first question that we asked in our
research project. The key term in the question is*"impact,” by
which we mean the measurable phenomena — of positive or
negative value — which f8llow after the completion of
training. These phenomena would not have occurred in the
absence of training. In the language of experimental design,
‘the training program is the independent (treatment) variable,
the impact — operationalized into an array of variables — is
the dependent variable. (Call, et al., 1976)

o

«*

If "impact” is considered the dependent variable in an experimental
design, then a term is needed which describes the assessment of the im-.
plementation of the independent variable. Formative evaluation, as
described by Scriven, is certainly a component of that description, but a
broader term is required. The term "process evaluation” will be used to refer
to those procedures and techniques which are employed while the project is
under way in order to both descri%e implementation of the project and
ake it more effective.

.A well designed and executed impact evaluation is the ultimate goal of;
each project evaluator. However, it is the thesis of this mqnograph that the
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evaluation is strengthened or weakened depending upon the extent to which
process evaluation is employed. Given this position, it is therefore ‘worth
reviewing the role of both evaluation and the evaluator within the total
scope of an educational project. After reviewing this role, the various types
of projects to which the techniques of process and impact evaluation apply
will be considered. :

e

Relation of Evaluation to Project implementation 1Y

When considering the role of evaluation activities and the e:aldator’in
an innovative project, it is worthwhile to consider the questions "Who
evaluates?”’, "What is evaluated?”, “When is it evaluated?”, "Where is it "
evaluated?”, and “Why is it evaluated?” A focus on these questions will help
to spell out the role of evaluation and evaluation personnel within the total
context of the project. For example, when addressing the question of "Who
evaluates?”, it may be noted that several decades ago, the investigator
designed the study, the stimulus materials, and the dependent measure or
test, while on current projects a separate individual, the evaluator, is -em-
ployed to perform several of these tasks. If one accepts the concept of
process evaluation, then the evaluator should be considered an integral
member of the project team with responsibility to work with the entire staff
as they formulate, develop, and evaluate the educational innovation. The
evaluator should not be viewed as an external, non-project persop who casts
a value judgment upon the efforts of the'project team, but rather one who
will work with and facilitate the project’s %efforts through the systematic
collection of data and information which will be provided.to thém in order

" to improve the project.

. The careful reader.may sense that a bias is being built into project
evaluation when the evaluator is closely identified with the rest of the
project anfd considered a member of the project team. For this reason, a
number of agencies are now requiring the use of an “external” evaluator who
is not directly involved with the project to make an independeht judgment
about the effectiveness of the project. This person also answers.the question
"Who?” The distinction between the two ‘evaluators, one internal and one
external, is important and will: be discussed at greater length in Chapter VIII.

“What is*evaluated” on’a project? The initial set of questions which
should be raised by the evaluator relates to the planning for the project. Are
there goal statements and do they clearly reflect intended project outcomes?
Are the persons to be served by the project clearly identified in terms of who

ey are and where they are located?

Another set of questions which should be raised: by the “evaluator
concems the relationship between resources and outcomes. For example;
does the planned intesvention appear to be adequate to bring about the

-+ changes as stated in the goals? Are sufficient personhel available to design

-and conduct the innovative -intervention’ strategy? To what extent are in-
struments available to assess the project goals and subgoals?

“When the intervention is applied to a target group, the evaluator should
determine: Is the intervention actually operational? Is the intervention being
documented? Have needed changes been identified and implemented? Are
changes being made based on timely and accurate data collection and.
analysis? |s data reaching project decision-makers on a timely 5)asis?

. 6
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‘ The fu'ral type of activities carrred out by the- eyaluator is in the domam
of impact evaluation. Were the objectives achieved? ‘What was the/absolute

and/or relative effectiveness of the intervention? What amount of /time and
resources . was :requited in- order to ach1/eve ;he |dentmf|ed m;}éct? What
. unanticipated outcgnies were achieved?”

‘ The next quéstion in the who, what, whe,n, where and why%sequence is

"When are evalyation. activities conducti ‘Evaluatron activities are
initiated at the very begmmng of 'the pro %t and are cofducted con-

tmuously until the project is completed, ‘The'task .is not.one fhat is simply ‘

conducted at the end of the project, nor is it planrfed at ‘the egmmng and
then implemented at the endr— it is an ongoing actrvrfy '

"3 "Where will the evaluatnon take/place!" The ahswexi that it will occur .
.nearly any place in Which project- activities are uhder w ay. The évaluator'v
shoufd attend conferences and planning sessions, ‘&l com unicafe project -
. *progress Are staff members’ workmg on -appropriate ta;ks? ‘Are . preducts
ﬂ being complete)d on time? The evaluator w°|| also be foun WOrkmg with the

_taf’get grqup in its-environment. The eyaluator will observe’ the intervention
. progress and: admrmster the: relevant, assessment mgfruments -
A The (mal questron to be raised is "Why evaluate?" -why should there

much emphasis on the role of Iuat on in* t e |mplementat|on of
i‘JQ%JONQI profects?: Clearly*the f;rst %ﬁd o this q esiron is the need to

ent the impact which th® a$ had upon ity intended target

population: Evidence should be: collg 'the changes which occur as a

’ ”re§ult f the. treatmerits; mategrigls, ‘of‘pracesses,which a® implemented

" during the pro;ect . This.activ, ity addres’SES the acc0unt‘ab1hty Guestion whrch

n@héa become 50 rmpo\rtant for: pro}ec‘t’s T, ?/ent vears:

lle the need for mpact%valuatno hbpears#to be self evident, there
w8 other equal}y‘ important reas ns+ fof. ethphasizing - the fole of
evaluaﬁeh in.a’ projec| The' First'réason; |s'tﬂé effect ‘which evaluation can
have, oh ghe overall’ management ‘ofa project, The concept of process
evaluatlon implies t q¢ tingous. collection of data which are made
available to decision migke 'durlng the project. These data can'be employed
to determine the effectNehess of the project, project materials, procedures,
and progress tadate. This mfor jon sHould suggest ways in which changes

can be made-to ma\(e proleot ities more effective and more consistent”

with the goals which have been established. Without this type of internal
data and enlightened decision makihg, the project director may be in the
same position as those who directed the curriculum development projects of
the early 60's. Often the products can appear to be well designed and well
developed, but without feedback concermng the effectiveness of products
from the actual users, effectiveness is still only hypothetical. .It is the
feedback during the formatn‘/e stages of a project that indicates the extent of
the success as wéll as thé changes that must be-made to improve the project..

-The third reason for heavy emphasis on the role of evaluation is the
need to document the_procedures employed to bring about the impact
which is to be assessed. When ong is conducting experimental vesearch, it is
mandatory that procedures or "treatments” emp10yed with the learners be.

clearly described so that other: researchers can replicate or build on the -

conclusions of a study. It -is

equally important when developing an
educational innovation that

he developer descrlbe and document

. .
cu
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procedures employed in order to bring about the desired impact. For
example, if the goal of a project isto develop,self-instructional materials for
junior high students, critical material that should be documented includes
the procedures used to design and devyelop these materials, the data which
indicate student performance on tryouts, revisions which have been em-
ployed based on student performance, and the effectiveness of the final
materials. Of great concern is the description of the employment of these
. matérials in the classroom and. any supporting materials and procedures
: . which. must be included to use them effectively. Often these details are
3 excluded from documentation reports but they are critical to the trans-
& ferability of the materials and replication of the results. _
"_-." = -An example of the importance of documenting the treatment process
'-i-‘.: iployed on a project can be seen in teacher training practices. Teacher -
‘Whlniog materials, either of an in-service or pre-service nature, often are

developed 'with the anticipation.that they cap be implemented in other

i /7 teacher training centers ‘with “similar results. The products of such training
=tX'7 " projects are often only the teacher training materials and sometimes, a

jtitement about the effectiveness of the materials. ever, in order to

" implement the materials in local teacher centers and obtain the same degree.

- of training effectiveness, it is quite helpful to also have a description of the

fraining techniques-and the teaching philosophy#associated with the
yaining. In essence, given the material, local teachgeducators shoule~be

jéeto' approximate the teacher performancé outcdmes with their own

Mers. . : )

%4 summary, one oféthe_, greatest weaknesses in past projects involving | '

c'ational innovation has been’a lack.ofi process evaluation data which /-
could have helped improve the project as it was evolving as well as facilitate /
documentation on, the development and implementation of ‘project ac-y»'.,

* tivities. Without this documentation information, we simply have the ip- :
formation that an innovation has been tried with a-patitular group af'g :

-learners, at a partigular time, in a particular place, and that it was sutcessfm:‘x.
-Howeveg, there is no way to replicate and use that information within a wide ¥’
‘range of situations because information on how to implement the in—/:‘
novation is, ,e’xcluﬂegl. The task falls on the project evaluator tQ_ assist in
gathéring information which will make the project more effective and-to'
provide data for 'the potential user about product implementation an
impact in the field. Given this information the educational community coul
employ theinnovation if there is evidence from impact evaluation that it h

- been successful. R . .

.
o 1 o

) T f
Scope of Educational Innovation Projects e ‘

In this diseussion of the role and scope of impact evaluation, referefce
has been made to innovate educational projects. However, there appear to
be at least three types of innovative projects with which educators aré in-
volved. These projects are those ‘which are: (1) targeted on teacher jout-
comes, (2) targeted on student outcomes, and (3) targeted on schoolw(ijée or.

~ organizational-outcomes..These three types of projects share many of the*
' same problems and procedures in implementing their evaluation plans.

However, each-type also has its own unique characteristics.

i
]

[




ROLE AND SCOPE.OF PROJECT EVALUATION _‘ .o
) For example;’ some goals of an mnovatwe pro;ect which focuses on,
changing teacher behavior are ||sted below.

1. "Upon completion.of tralnrng, experrenced teachers and interns" erI
" demonstrate a more positive attitude toward pupils with special -
. learning/behavioral problems.
4 2. Teacher trainees will démonstrate an improved ability to provrde for
’ . pupils with special learning/behavioral problgms as evidenced
3 . through their educational plan’ writing and evaluated by the prin-
"* cipal and/or training facilitator. '
3. ‘One hundred (100) percent of the experienced teachers ‘at the *
project srte will voluntarily participate in staff’ development ac-
tivities in the training complex. Eighty-five percent of the par-
- tigipapts in training will rate the experiences as satisfactorily meeting
. their needs as |na|cated by their responses on a drstrrct-constructed
“rating scale.
Each trainee will document the adaptatlon of training to h|s/her
_ classroom at the end of the school year. (Smith, et al., 1976)

PO

These goals create very unique concerns for the evaluator who must
determine the impact of the project. Quite often sugh projects, while
fOCuslng on teacher training activities, have goals which relate to increases
lin“student performance and various other effects on the school community.

.Fhe decision to establish goals of this magnrtude should not be made lightly. *

"The University of Oregon deliberated. the scope of their project and the

.- extent to which they can reasonably hope to achieve an impact beyond.

‘. specified goals for the teachers with whom they ‘work. The issues raised are

~ - absolutely critical to the total evaluation process. .

N .. »The Oregon project (Gall, et al., 1976), refers to four IeveIs of possible
impact which a teacher training prolect might have. The first level ofimpact
lies primarily in the_number of participants who complete a specified
program and their attitudes toward that program. An additional indicator of
alevel 1 impact would be the use of the training program by ancther agency.’
There are a number of questions which-would natutally arise when kével 1
indicators of impact are used, such as what was the quality of the instruction

;. and who were the participants.

i/, The questions about the nature of the program lead to the level Il in-

" . dicators of program‘e'ffectlveness namely. teacher improvement. Teacher
improvement can-be assessed in terms of additional knowledge and skills
and/or changes in attitude. There are many difficulties in measuring these
changes particularly when both short-téfm andelong-term changes are
considered, as well as the problems of makrng classroom observations of

. -teachers' ‘behaviors. "

*Advocates of performance-based.teacher education have favored what
- Oregon has identified as level IlI indicators of project impact. This level .is..

-+ focused.on student performance and changes in behavior will occur as a

) result of instruction. While theogy is not yet adequate to describe'the teacher-

behaviors which will produce partrcular changes in student bebavior, in-

creasing humbers of studies are being carried out which investigate thes

reIatronshlps The problems which are present in.the assessment of level 'ﬁ/ Y

|nd|cators are also present when. maklng assessments at level 111.
» * Vo

v B . A
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X ' ’ . The fourth level of impact which a teacher training program may have is
‘ the influence beyond the classroom of an individual teacher. Because of

- changes which take place jn the classroom, other teachers may seek the -

training for themselves, or trained teachers may provide special training for

other teachers. These are obvious examples of effects beyond'the classroom.

Other effects are much more difficult to either identify or assess, ,
- The Oregon paper clearly illustrates the difficulty which a project team

encounters when it establishes goals beyond those of the direct population.

with which it interacts” Similar concefns are appropriate for projects tageted
. on,students or schools. Notey for example, the types of project goals fvhich
. are listed below for student targeted projects. : -

-
13

2 1 The Murray State.Téachers Corps Project iproposes to, -
«<reate a teacher—studé&aleaming situation to identify and
. ' maximize divergent learning potentials.and styles, with ‘the
- goal that each child will be properly classified as "gifted.”
(Hainsworth and Price, 1976) ., C e

. and .
.. - . Students at Moon Middle School will make an‘average.
~* - grade equivalent gain of 0.8 during the first vyear of the

. project and a gain ‘of 1.0 during the second year of the
project as measured by scores on the Metropolitan Achieve-

ment Test. Students at Moon Middle School will report a
statistically improved learning environment at the .05 level

of confidence during dach year of the project: Students at-

3 Moon Middle School will shew a statistically " significant

~ “improvement on the Oklahoma City Children’s pelf-Esteem
Inventory at the end of. the sé’cqnd yéar-over the first year:
(Smith, et al., 1976y ™ . - ;

B - \

When a project’is focused on student odtco'mes,._,it hecomes c;bvious

- that the evaluation should determine whether there have been changes in
“'student behavior relative to the goals of the: project. When objectives
deviate from behavioral changes or encompass groups other than those
- directly involved, it becomes difficult to determine wh€ther project ac-
tivities have thesintended effect. Indirect, or inferred indices of Success often
include measures such as students’ attitudes, parents’ attitudes, or ihcreased
vt participation by community members. So many other factors can influence
indirect .0 inferred measures .that these indicators provide only ‘limited
' evidence concerning the effectiveness of the activities relatet; to project
goals. This is not to infer that goals should not be established in'these areas,
«nor that assessments should not be made of the achievement of .this type
gdal. However, the project director and evaluator should be aware of the
lack of direct influence which the project nay have upon these indicators.
The third type of project is one which has a school-wide or systgm-wide

-target audience. Listed below is an example of this type of project goal.

.The¥FSU/FAMU — Leon County Teacher @Jrps Project
4 has. as its research adaptation goal the.application of a
’_‘theoxically derived model- for needs assessment and

‘ chang® adoption in a public school setting (Carey, 1976).

20 N
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ROLE AND SCOPE OF PROJECT EVALUATION L 13
‘This type of project presents several different. problems for the

evaluator. These projects must, in fact, he evaluated at two IeveI§ The first
level of evaluation.is to determine if the process which is belng employed

- has affected the recipients. The question is raised, “Have they learned the
skills or knowledge which are to have general appllcablllty to the education

process?” The «answer to this question indicates. whether the treatment
variable was effective or had impact. “To what extent-can the recipients of
the training utilize it to designimplement, and évaluate subprojects within
the school?” There are many similarities between this example and the more

. specific ‘teacher training projecf. The-evaluator can determine whether
school personnel have been exposed to and have participated in'tfaining - -

activities and if they.can demonstrate that they have learned the new set of

- skills. However, this is of little consequence if it cannot also be demon-

strated that these hew skills in turn were used by the recipients to improve
the instructj process. Techniques must be designed to document the
actual utilj
effective \@th learners in the tlassroom. Again, it should be highlighted that
there are d¥fficulties in asdessing attitudes wheh the actual recipients of the
“treatment” are classroom teachers, not the students admlmstrators or

community members. . o Ce

]
Summary _ .

’

In this chapter the changes in attitudes toward the role of evaluation.
and the evaluator in innovative educational projects have been portrayed.
Evaluation has changed from a post facto statistical design activity to an

ion of these skills and to demonstrate that the skills were

ongoing process which facilitates decision-making anong the project staff -

and uses documentation to monitor and assess the goals of the project. It has
been pointed out that evaluation is critical throughout the life of the project
not onIy for determining the impact of the project but also to plan  and'
|mplement project activities, facilitate project decision making, document
the processes which have been employed and enchance the likélihood of

- the exportability of thg project.

Three different types of irinovative projects have been described: those
which focus primarily on teachers, those which focus on students, and those
which. focus on entire organizations. Each of these projects has its own
unique problems with regard to evaluation. However, they all share common
components which are to assess the first level bjectlves to determine the
impact of the project, ar#l to determine the brealith of the effects whlch can
reasonably be expected asa result o’f' the prolect - ‘

-
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A Needs Assessment Process

? . .- L.

K 4
. . CHAPTER Il

'GO'A'LSAND OBJECTIVES -

~ In the best of all bossiblevw&rlds,'tﬁé first step in"any p,r_biep,tﬁﬁ)uld be

. conducting’a needs assessment. Needs assessment is a process which hag

.become increasingly important during recent years, and is the initial process
in developing criteria for evaluation. Needs assessment planning and ac™
tivities should involve. the project evaluator who should provide
documented evidence concerning needs for the project: Frofh these needs
the goals, objectives, and specific activities for the project can be identified.
Agencies which have the responsibility for funding innovative research
and development projects are more and more concerned about the actual -

-« needs stated for various projects. They are beginning to require proposers to

demonstrate -that particular needs do in fact exist and that the projects
proposed will" help to alleviate those needs. ' '

Numerous models have been proposed for the:néeds assessment

will be clarified and one mode! will*be presented which has been effectively
used in the past tg establish needs. The second section of the chapter will
deal extensively with procedures which' can be used to identify- project
needs when no formal needs assessment has been conducted prior to writing
the proposal. The third:section will .consider the procedures ‘and problems
involved-in converting general goals to specific project objectives. '

process. In this chaptgr the terminology used in needs assa"ssme:#models

L -~ .
The word "need” means many things to many people. While it is a word
which is found in our everyday vocabuTary, in the;context of "needs.
assessment” the wword "need” has a.very special meaning.. Most needs
-agsessment models require the identification of both the ideal status and the
present, status relative to an identified goal. For example, a school district
might establish “every student reading at grade level” as their ideal status: A

_ * study of the present reading situation in the district might feveal that 40%-of

“ i thestudents are reading below grade level. The gap which exists between the

- present status and the.deal status, namely, 40% of the students do not read
at grade level, would be identitied as-a need for the district. Identifying .
needs as gaps between the present and ideal status relative to a specified =
educational outcome is the most common use of the term need. After

several negds have,been established; it is possible to prioritize them and to"
idehtify specific points which can and should be addressed.through specific
directed activities such as an innovative project. r . )

\
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.1dentified needs can be restated as goals. In our example the fact that
40% of the students read below grade level could be converted to a goal
which would state that by a certain date "all-students in the district will be
able to read at grade level.” - a

Experience has demonstrated that there are two elements in the'needs

assessment/goal setting process which appear to be critical to the success of
innovative projects. The first element is the participation -of as many dif-
ferent clientels as possible in the goal setting and needs assessment. process.
Such grdups as students, teachers, administrators, parents and other com-
munity groups can be mcluded The second fmdlpg has been that the more
clearly project goals are statéd, the: more targeted project efforts and ac-

. tivities can be toward achlevmg those goals, and 'the greater the possibility

that success can be achieved.
One of the needs assessment moders which clearly addresses these two
issues is the Florida Assessment and Diffusion Model (FADS). (See. Dodl,

. Kibler, Dick, Toomb, & Rollin, 1974.) The first seven steps in the FADS model
represent a process whereby needs can be identified and prioritized. The = *

diagram .of this’ process appears in Figure 1.
The mode] agsumes that ope or more persons are working as.an agent to
help a.client (any type of school group) to identify their needs. The ‘process

could be |n|t|ated by an external group such as several university professors -
- working with a schookdistrict or it could be employed by several pessons

within a- school -district who are designated for this, special task by the

* district. Step 1 indicates that a relationship must be establlshed between the

agent and the clieft representative. Usually, the*cliegt is represented by the
Assistant Supermtendent or another appom&ed’ mlstrator That ad-
ministrator, as shown in step 2, must ldentlfjﬁbqw th resent and ideal

1 th‘eotg ization. In step 3,

status of one or more prablems whlcb exist Wit

/it must-be determined whether others within: the .¢fient group, ‘such as .

teachers and other-administrators, also perceive 'the prqb[ggn as portrayed by
the |mt|al contact person or group. B AR o o

”
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Steps 4 and 5 are designed both to clarify and collect detailed tn-

Y . . . R

formation on the present status of a problem, and to clarify the client's

understanding of an ideal status or solution to that problem.. This step is
critical not only because it brings clarity to the hature of the problem ad-
dressed but also because it involves more persons in the client group than a

- single spokesman for that group. .

Instep 6.a clear description of the discrepacy or need which exists be-
tween the id€al and present status is presented. In step 7, the client should
prioritize the needs which have been identified and 'verified, ‘and indicate
those for which solutions will be sought. °

From the use of a process such as FADS, it is possible to.identify goals
which can be analyzed and prioritized by the client group. As a result, the
client implements and evafuates an innovative project. The process is
relatively time consuming and may result in the identification of conflicting
views concerning the importance of various goals within, the system. This
may Be_ particularly true when the needs assessment procedures include the
collection of data from parents and the community, as well as teachers,
students and administrators. However, it forces communication among

those who will be involved and may result in a consensus decision about the

3

How to Proceed Without'a"Neéds Assessmignt .

We have indicated that in the best of all possible worlds, the first step in
a project is to conduct a needs assessment. The evaluator should assist-in
-conducting the needs assessment process to assure an understanding of the
goals of the project. However, in reality, time and resouarces often are not
available for an extensive needs assessment. Proposal deadlines often are
too short, personnel not available, and data too extensive to conduct a
thorough study. Therefore, it is necessary to consider the alternatives

~ available to a project when no needs assessment has been conducted.

‘Perhaps, the first observation is that, if a needs assessment has not been

~“formally implemented, it will occur naturally on an informal, unplanned

basis after the project has beén implemented. -

It is quite conceivable that a valid need could be identified and a

solution to remedy the need could be identified-without a formal-neéds

* . assessment process. If this were the case, then the activities addressechto

those needs by the project staff most likely would be well-received by the .

client group. As solutions to problems began to emerge, the client would
reinforce the. project staff and -activities would continue ac¢ording to the

‘preconceived plan. However, if the project addresses non-existent or low

priority needs,- then problems with project implementation are almost
inevitable. The client who is to be affected by.the project will respond in a
néutral or negative fashion relative to their time nvolvement and com-

‘mitment to the project. They may attempt in various ways to change the

direction of the project to more nearly address the needs they feel are most
critical. - P S .

The following is an excerpt from a Teacher Corps project in which a
numbey of services were-planned for school personnel withdut the benefit of
an extensive needs assessment. Note, .as ]gst' one example, how the

-
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description of the role of the research counselor changed over time as the -
real ngeds of the school staff became clearer, ¢ . S s ~—

X :
: To illustrate it more detail the way-in \’Nh"lch project -
. plans have changed as thesite staff interacted ‘with Roge
School teachers, let: s examine the .role of the research -
, counselor. This role, : v&ag integral to'the planning of
two p_:agr,a’m_éompon ouEgself-analysis of teaching and using ~ °
T indings), ‘has undergone major
changes as it moved from planning to reality. -~ .

. , “Because this was a totally new role, it was not unex-
pected that differences between the imagined role and the
enacted réle would occur. It is interesting to see the kinds of

 being made as this role is integrated into
the:project. ‘ | '

~+The planners conceived of this'pos'ition as a way of

"+ el assisting the teachers to assimilate the new ideas td ‘which

- they would be exposed. in this project. As originally- con-
. ceived, the research counselor would be_ a “redesigned”
. supervisor, or a’resourcé”person both trained in ¢dunseling-
.. skills and possessing -ready. - knowledge of - educational
. research. ' : :

As the «project staff assembled, .however, and the
characteristics of Rogers School became better unJerS'tood, _

" the directors of the project altefed their expectations. Since
one of the ultimate goals of the prSject is to have as much
impact -as_.possible 'on the school “irivolved, “aresearch ,
counselor was.employed who was aware of the systemic as
well as the individual dimensions. — a ‘total human system,

and individuals within that system. L.

_-This “position tontinues to evolve. Th‘e:' research - -

- cqunselor has interviewed all teachefs from Rogers School | oo
who.are actively involved in the project, most of the.support
personnel in the school, all of the administrative personnel;

. and several of the teachers who do not see themselves as
actively involved in the project. He participates in planning
activities of the project staff and focyses on the interpersonal
dimensions’ of that interactive process. He is ready to assist
teachers to focus on the interpersonal dimensions of their

- intefaction wit{) pupils. (Morine-Dershimer, et al., 1976). '

‘In"the exaniple described, it was very fortunate that the*research.
¢counselor chamnged to more nearly meet the needs and expectations of the
teachw(s as the project was implemented. Other.components of innovative

" projects'such as instructional materials or'specific teaching processés are not
nearly. as flexible and, therefore, could potentially be of little or no use to
* teachers if they did not petceive a need for the components. o

" Another example of the types of problems which emerge when par-

- ticipants do not agree upon project needs, either prior to the submission of
L .

-

.v,v“ . T ' 26 | . . - . " a
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. the proposal or after the proposal has been implemented, can be presented.
itn the example that follows, it is clear that the university participants, the
~~~schob| administration and the teachers all appear to have different needs
"~ and priorities which have not yet been reconciled into a single set of
e targeted attivities for the project. When this occurs, it is almost |mp0551ble
'\ ' to get project personnel to move ahead on the project or to’ achievésthe
. cooperation of teachers in it$ implementation.

Y
.

“The prlorltles of the school seem to differ markedly from
those of either the Teacher Corps. or the Stanford par-
ticipants. School staff and administrators seem to be unduly
concerned with the impending move to a new-open-space
building, originally scheduled for this spring. ‘Although, the -
move wil] necessitate considerable change for teachers who
had formerly taught in self-contained classroonis, other
problems of great magnitude, such as students’ language
problems- and low achievement, seem to be neglected in .
favor°of preparing for the move. |

’

T The Teacher Corps’ concerns with, commumty par-
.~ ticipation and bilingual and multi-cultural education are not
shared by the school staff or administration. Whereas the
“Teacher Corpsn seeks to develop lasting and meanlngful
;vmvotvement teachers seem threatened by parental par- 6
ticipation in school_actwntles -and administrators- appear to
/ interpret “community involvement” as high attendance at
:one-shot public relations events, such as a Bicentennial
.-Celebration. Granted, the school may lack personnel to carry
out some of the Teacher Corps goals, but no effort seems to
£ .made to attract certificated or volunteer bilingual per-
nnel (Berke 1976).
! When the tlient to be affected is not involved in. the needs assessment
ﬁ:oce\ss ;here are constructive steps which can be implemented to facilitate
e Process.. Th.the example givenibelow, the writer discusses the integral role
o »Qf goal’ settmg-and evaluation and their importance in overall project im-
plementatron In this particular project, several very broad goals which
mcluded changes in teachers’ self-perception and behavior, were stated in
the project proposal. However, it was necessary to focus these. goals on very
SpeCIfIC klnds of perceptlons and behaviors.

)

The evaluation of a program which has as its outcome
changes in teacher self- -perception and behavior is very
" complex and -difficult. Add ‘to_this the fact that those
planmng the program have notdone it before and further
that giving the Wainwright teachers a ready-made program
which they had no part in developing would be self-defeating
and the enormity of the evaluation begins to become clear.
Most program evaluation specialists will insist that.before
any evaluation plan can be devised they must know the
detailed objectives of the proggam. It should be clear from .
. o 3
. . AR .
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the foregoing discussion that the detailed objectives for the
‘program were not known at the program inception and are
yet just dimly seen.

v

In order to bring coherence into such an arorphous
arena as teacher curriculum making, a number of structured
or organizational decisions have beem made which have
evaluation consequences. The sense of powerlessness
averred to previously springs not only from the
.psychological, sociological, agd political constraints placed
on teachers and teaching. Teachers in many instances do not
have adequate “content” knowledge to act as curriculum
developers. Without increased knowledge about subject
matter and confidence in their competence in such matters,

- a program runs the risk of many “educational” programs;
that i3;.being too abstract. It was therefore decided to par-
tition instruction into four curricular areas of concern to
elementary school teach:rs ... (Byers, 1976). )

In lieu of an extensive rieeds ﬁsesémg some proposal writers often

"employ their best préfessional wisdom im-establishing the project goals. This

creates a problem fof:the new project director in that the proposal writer,
who may or may nbf have been the pfoject director, has enthusiastically
written such a wide range of goals for the project that they could not con-
ceivably be attained within a finite period of time. This poses.the problem of
identifying only those activities to which resources should be allocated to
bring about change. One solution to this’ problem is to develop a
questionnaire which can be administered to all affected participants in the
project. The questionnaire should include all the stated project goals which
the participants are asked to rate according to their perceived importance.
Faced with this situation, a Florida State Upiversity evaluator developed the
questionnaire which appears in Table 1 (Carey, 1976). The items on the
questionnaire were derived directly from the project proposal and were

_ submitted to the.ehtire staff for ranking. While there is not a great deal of

variation in the rahking?, $his is one example of deriving priorities among
project goals‘,ﬁ_ Moo T, .

NS y
AN ,

4,1 N TR :\ ’
d LN .
S \\ FY

Y Table1 .
Teacher Corps Goals Assessment

\

Students . .

77* 1. affect attitudes toward selected ‘components of school program.

85- 2. affect attitudes toward school as a' whole.

2 v

85 3. affect self-concept.

8_5 4. affect achievement. ) .

28
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69

Students S T
69 5. affect behavior. "
‘77 6. increase multicultural awareness.
69 7. increase intercultural experierices.
92 8 improve attitudes toward schodl.
85 9. improve motivation- for school — school subjects.
77 10. improve/increase asplratlon lével. Ty ' .
92 11. improve self-concept. , ‘..'
12. improve academic achlevement - aehleve a. mean increase in
achievement. ' i
62 13. increase use of coping behavior. ° '
69 14. demonstrate expanded responsibility for self-direction in school
related experiences. . .
-
Teachers at Riley School_ S . i
1 exemplify a means to |mprove the instructional program
69 2 will demonstrate the exportablllty of the change system
92 3. will be responsive to the needs and demands of the community.
85 4. will promote collaborative decision makmg between school and
community. .
92 5. will increase beginning and expenenced teacﬁer’s capability of
" meetlng the student’s needs.
77 6. will increase multicultural awareness.
77 7.-will increase intercultural experiences.
8. will acquire competencies at institutional level.
77 9. will acquire competencies at the persona‘l level.
2 10. will acquire ‘competencies at the instructional level.
69 11. will demonstrate increased participation in in-service programs
through TEC.
85 12. will evidénce the use of FADS and Gagne’s model at Riley with
teachers
69 13. will increase the ability to read, understand, evaluate, and use
"+ research’ findings. .
77 M

adopt and diffuse innovations. -

ox
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92 1. will acquire é'ﬁc?‘”apply. skills.in producing educational change, such
as individualized diagnostic/prescriptive_ techniques. :

92 | 2. become effectitf_ consumers of educational research j"'indings.
85 3. develop a criti§l ar)aly.iic_-approa(‘:h to such findinés,

92 4. develop and tes.t hypogh'ésés for educational problen"\ solving.
85 5.-achieve a manster's degree in edycation. N .

92 6. receive Florida certification as .:a*teaéher. '

School Staff (Teacher Aidés, Volunteers, Secretaries)

62 1. will improve quality and effectiveness through FADS.

92 2. sarry out steps to individualize instruction.

77 3 carry out steps to diagnose learner’s needs anq difficulties.

46 4. prescribe apptopriate meéns of meeting identified student needs. )
85 5. implement prescribed courses of action.

85 6. develop skills in parent/community interaction, such as skills useful

» in ‘multicultural situation.
92 7. exhibit a more-positive concept of the school.

*Percent of group ranking. item “high” .

- The responses from such a questionnaire can be tallied and analyzed to
identify those target areas viewed by the participants as the most critical at
the present time. In terms of formal needs assessment methodology, par-
ticipants can be instructed to consider the current status of. each item, the

-ideal status of each item, and to assess the gap between the two before

marking a form. For example, in the FSU project the participants were asked
to place a check mark beside the goals they considered to be most important -
tothe project. An item such as “become éffective consumers of educational
research findings” was checked by 92% of the participants. It must be
assumed that being effective consumers of educational research findings

. was judged to be an important .ideal-status and that at the present time

[y

participants were not considered effective consumers.
It can be seen from the FSU example that these types of questionnaire

techniques require inference. and interpretation in order to identify the
participants’ priorities among the project goals. S

- Asimilar, but somewhat more direct, technique for assessing needs was
used in the Oklahoma City Public Schools to identify in-service training
needs for teachers (Smith, et al., 1976). Several statements from the Okla-
homa instrument are included in Table 2. Notice that teachers are requested
to indicate the usage of each item ‘during the preceeding year and to indicate*
the extent they feel it will be needed during the coming year. It should be'no-
ted, however, that the items which are listed on the sample questionnaire are *
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basically solutions to unverified problems. For example, if a-teacher should
indicate that for the coming year there is a significant need to increase
learning in small groups, this reflects a preference for a solution to a problem.
which only that teacher has identified. Perhaps one of the most critical
issues in needs assessment is to find out if a problem is really a problem and
not a solution to an unidentified problem. M should be noted in the

Oklahoma example that, in the final page of the questionnaire, the teachers

are given the opportunity ta respond to. an open-ended question in which

_they are asked “to describe the real neells” of their school terms of students’
cognitive ‘(learning), affective (feeling), and behavioral (doing) needs;
teachers’ personal and professional needs; program needs, and so forth! This-
information would undoubtedly provide a clearer picture of the school’s -
needs as seen by teachers. y :

~
- t

-
-

R | | Tablé 2
" Oklahoma Needs Assesment Form

R - Department of Research and Statistics
Okdahoma City Public Schools

M.oon Middle School Needs Assessment "

. - 19751976 ‘
Depértment - ' Date ~ - .
Years Experien_cé _ S .

- PARTI

' \ ' . <. . . ]
DIRECTIONS: For each-iteg] of the needs assessment, you are asked to in-
_dicate your experiences during the previous year and to assess the need.

for that item in your own school during 1975-1976; therefore, you will .

o

make two responses to each item. In making each paired response, RN

please use the numbers for the following percentages of time which
each item was experienced during the previous year or is needed for the
coming year. : :

Experience With/Need for the Item
Resnonse - > 80-100% of the time -
— 60~ 79% of the time
——  40- 59% of the time .
—_— 20 39"/7 of the time
' 0- 19% of the time S

[} C .

. .
- . S

"



.24

you used texts 8054

~ 100% ofthet%?r —

D_IRECTIONS.

Experiehce o

During
- Previous -
- Year

" (1974-1975
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~
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EXAMPLE: at : :
s Expenence During » oy
a. . .‘:'Q- ST ' .
. Y " f':i,‘:_' 'Textbook_sf:in the classroom
(Indicatesthat = "~ . g ,

Turn o page 2 and begm

e
.

o NEEDSA,SSES'S}ENT

Yo

Program Orgamzatlon

Sélf-comalned classes for basuc skills - . .
. Teaming within departments (Example
Ind. Arts projects)

Teaming for basjc skills - mterdepart-

. mentally (Example LA/SS)
Skills-Groups -
Self-contained for related arts '
- Teaming for related subjects (electlves)
:Interest groups
’Other (Explam)

'mn“ymmu.ﬁmmn.

" My.Classroom .

' Learnlngjn small groups :
Establishihg instructional resource
- .- cenpers
.. Developing pupil self-rellance
" Strengthening teacher diagnostic skills -
Des:gnmg Individualized Prescnp— ’
. .tionsfortudents . . ,
Achaeving joint student-teacher
dés;gns for prescnptnons _

Utilizing students’ interests and
choices for instruction

Bulldmg greater studentmdependence L

Chapter Three

(Indicates that

you need them 40-

59% of the'time)

)

Emega‘fér &
. r€oming -
Year.

( 1975-1976!

14

R v R v
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.. Ring: e
* Totalclass — no grouping - 39
Large groups S \. 40, L
Smallgrougs.. .. =~ - _ .41 : .
Individualizing: = ~.- ' _ 42.__ -~
- - Departfnental grouping - . R < NI o
R : S Other(Expla'm) o ~'j.5 o M, S
. mnmlmnlﬂw ’ : ‘ K "
. 45._- Lecture 54
46 Demons&@ons and performance . 55. o
47._____.  Discussion xechniques . - e 56,
> 48 - Intensive-involvement (field tnp,s, *+ 57
. . >class piojects, etc.) " oL
'49._: ".’Interactive media- - : _ 58._. .
‘50._"" “Instructional television 4 59.
.5%— . - Programmed labmstructlon techques .. 60, /
52 Contracts e 6l
< *53.____ . Community Resources _' S Ce2,
. . »'-'it_-ntt,t-tt.'tttt\ <\
', . VIl .Qrganiziog to Improve Student’s Self- '
Eate  Individual R ibilitys o
123. * Establishes understandmgof student - 132
- ' responsibilities and limits ~ .7 e
124.____ ' Chooses own courses of actlon wnthm S K X R S
- limits o - g0 .
125 Accepts failure and success with - 1,34._‘__( -,
o * " positive support . : o ) "
126._____* "+ Confidence within groups - _ - A3 :
127.2___  Pridein school . R A & T P
‘12_8. © Prideinachievement . - 37 o
©129.___._  Achieves at highest level possible. 138
130 _* Understands and accepts others - S 139, " i ’
131 Assumes various roles in goal-oriented - 140
' “work groups ~ Coe
.‘ A/ ) . . PART" .

DIRECTIONS Consudenng the items inPart | and yoJr prevnous expenences
in worklng with the 'in-between-ager, describe the real needs of your =
school in terms of students” cognitive (learning), affective (feeling), and
behavioral (doing) needs; feachers’ personal and professional needs;
program needs, etc. Finally, assign one of the followmg pnontles to each -
- of the needs you have listed: : w
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- Deriving’ Specifj . Objectives

a

T2 S - R - L;';' . I o Chapter' Three
Briority 1; Missirig component or unacceptable condition that must be

changed.at the outset of the. school year. .

;o Prigrity 2; ‘Weak component - which needs strengthening during the’

"1 coming year. | T

Briority 3; Non-critical situation to be corrected over a period greater.* " -

than one year. ,

s

“Use the spate below and the next pagéito describe the needs and

_ e T SRR .

: These examples suggest that neither the préject director nor the project
evaluator .can prdceed very effectively without clearly identified goals. If ~

~".  goals ate not stated in the'proposal, if they. are not stated clearly, or if there is. .
~a profusion of goals, then difficulties are likely to arise in.the project. Ex- - . -

perience seems to indicate that if the-participants in the project are not -

ways, they will, after the project is' under way, indicate the ex to which
these godls are consistent with the neéds which they perceive in the schoal *
. setting. The next phase of the needs assessment process is that of ¢onverting
goal statements into specific objectives which is another activity which
should directly involve the evaluator.. ' BRI o .

.

o . . - ¢

A

. Project objestives can be viewed.in much the same way as Mager (1962)
viewed the develomment of learning objectives for instruction. All ‘the .

. arguments which have been posed for the use of learnipg objectives are also

valid for the need to-specify specific objectives for projects. While. goal

.. . statements may indicate a general intent, the objectives should describe the

specific changes which are to occur: . o .
There are basically two types of objectives which can be derived from
general project goal statements. The first are objectives which relate directly
to project activities themselves. Examples bf this type of objective are listed -
below.- - - e " oo T :

B B , Through a collaborative effort, institutions of higher education, the
»local education agency and the community served by it will
- develop -a .plan. for continuous implementation of & staff
development process at the ‘project site and for. expansion of the *
" concept to the entire school district. E ' :
. 2. - Toestablish a training complex (Staff Development Laboratory) at a
school site through which competency-based , programs will be
‘ delivered to groups and individuals. a '
‘3. .To:establish _an_ on-going edugational personnel development
: “process at the targetsite. - . o
. Torecruit, select, and trajn four interns in a specialized program -
) leading to a Master‘i Plgree. Co b :

- .

-

S

9 .
. . L o .
s . ) L -

o84

-~

’

.~ given the opportunity to help identify and clarify the goals in a variety of - .

wo
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P

.b.. To ‘provide the educational personnel at the target srte wrth
training which will enable them to.be.more effective in dealing
- with stuaénts of diverse economrwsbc:al ethnlc background

. . " and exceptlonallty : .
c. To gfovrde optional graddate credit from partrcrpatlng in-,
_ stitutions of higher education for ‘professional - development

... activities.

-d; To'train twenty-five commumty patrons for roIes in servrce“to

" w.... the school.
+ .. e To recruit and train for%.volunteers for communrtyr-servme‘
’ roles. (Smlth et al., 1976 S -

The second type of , objectrves is d|rected specrfrcally at the' target

_population to be affetted. by the implementation of the project. Chapter ||
includes éxamples of specrfrc pes of objectives to affect student behavror
or performances as wil as that of teachers. .

The statement of specific abjectives is ‘critical to any prolect for t\/vo -

reasons. TheYirst is that the objet’.ﬁ/es 'should.be used by the project director
to focus ‘project activities ‘towagd their achievement. For example, if one
project objective is to make at f&ast 500 self-instructional modules available.

to teachers-in a teaching center,. *hen fupds must be expended to seareh for .
* and idefitify appropriate modules and to make them available to teachers
. through the center. Likewise, if the objective is to have all students in ‘the

fourth grade reading at the fourth grade level, then project funds must be

" expended to diagnose present reading dlffrcultres to prescribe instructional

activities for identified difficulties, and provide instruction which is'needed
_to increase reading. performance in the fourth grade.

The second reason for the development of specific project objectlves is .

that they are the cornerstone upon which the evaluation process will be’

conducted. It is critical that the evaluator have’ such objectives available in -
order to design appropriate evaluation activities and to develop instruments ., .

which will fairly and accurately measure the extent to which the project has
" been successful in achieving these objectives:, Itis almost inevitable that, as

‘the evaluator attempts to clarify goal statements through writing specrflc o

objectives, differences ig interpretation of goaIs wilbemerge. The establish-.
5/0" invaluable process in cIarrfyrng and specifying

exactly what it is that'the project- hopes to attain. T
From an evaluation point of view, one of thte most critical aspects o?
«&stablishing objectives is the criterion or standard which is established for

_ the objective. These standards will have a significant effect upon both the

decision of the impact evaluation and upon the instruments which are used
in that evaluatlon design. "~ - - . -

Summary

This. chapter has emphasized the vaIue of a needs assessment pnor to

. establishing the goals fér:a project. FADS was presented asoné€ such process .

which can be employed. A number_ of- after-the-fact- approaches to needs
assessment were given with examples from various grojects. After project
goals have been establrshed it is necessary to derive specific objectrves in
order to target prolect activities and to design the evaluation plan.,

- ,";
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DESIGNING IMPACT EVALUATION STUDIES

P _

Many pro;ect evaluators have had formal tralmng in’ descrrptlve and'-.”':

inferential statistics. In these cdurses theysledrned the rigors of applymg-_"’“

. analysis of variance, covariance;.and multi-variate analysis to educational
+ . - research problems. Evaluators are keenly aware of the need for randomized

4 assignmerit of students to treatment groups and the absolute necessrty of

using control groups for any experimental study.

.+ ...~ _, .The purpose of rigorous standards for the conduct of research studies is’
- that they-assure, to the extent possible, the validity -of the outcomes which .

. . are observed. However, it is almost” impossible to establish the. appropriate

research conditions to implement_a true experimental design within many'

" educational projects. Therefore, compromises must be made to accommo-

. - alternatives which .are" available for- designing a project evaluation and a

© -consideration of the factors which influence the measurement of the u;npact
g'- of the project will be. presented.-- ¢’ : -

- When/:onsrdmrng where to begin the desrgn of the |mpact evaluation, it

. is necessa

" chapter.

group: It/ is the purpose of the evaluator to document the nature of the

services
" - documentation process will be described-in-Chapter VI. Process evaluation
' also be used to determine the efficiency of services which have

| ered Therefore, the assessment of “the. effectiveness of services

.
[o R
5&
-
(9]

How ‘blectlves Influence the Evaluatlon Deslgn ’ A

. .Consider the ‘three objectives I|sted below: ‘
1. Teachers reteiving treatment X will score srgmfrcantly better on a

posttest than they did on. the pretest.”

or better on the\posttest L .
: ? *

The qwordlng of these objectrves has a s|gmf|cant effect ah how the
_ /impact of treatment X will be determined. For.example, in objectrve 1itis
J-assumed that there will be a sufficient number -of: teachers ‘to participate
such that half of them. .Gan be asslgned to treatment X and half of them can
be assigned to no treatmente Itis also assumed that
be assrgned to the two groups on a ranqorn, basr"

S

If teachers can be ran-

‘date conditions within the local setting. In this chapter, a description of the

to examine the project objectives as- described-in the previous.

Posttest than:a group of teachers who do not receive the treatment. .

2. Teachers recelying treatment X will score, significantly better on. the '

3. Teachers recelvn;gtreatment X will achleve an average score of 70% '

L he goals of almost every innovative project usually: include the.
A -develop ent of new materials or procedures and supplying-these to a client ..

rovided and to assess their effectiveness and their efficiency. The . °

each of the.teachers will *
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domly assigned, the pretest can be administered to both groups, the treat- .
ment can then be administered to one group, and then ideatical posttests ‘
can be given, to both groups.,In this.instance a true experimental design has

been established. This type of impact evaluation is most desirable because

threats to internal and external validity of the:study are minimized. There is’ .. "

still. the possibility that the pretest could Sighificantly ‘influence the out-
When there is the possibility of a prefest effect, or an inféra;tian"Bé-'
tween the pretest and the treatment, then it is possible to use the Solomgn
Four-Group design as described'by Campbell and Stanley (1963). The excerpt
below, from the Central Arkansas Teachers Corps report (Holland and

~ Gentry, 1976), describes the application of this design to a situation in. which
* the dependent, variahle of interest is teacher attitude. T .

) It is"‘probably a consensus_that attitude cagnot be

4 measured . with the degree of precision" attainkble in -
measuring many other human characteristies. For this and .
other reasons, the influence and impact which teacher-atti- '
tude has upon the effectiveness of the instructional process :
;is difficult to determine. Nevertheless, most -educators con- . , .

+-.sider this-to be a variable whieh exerts. aaubstantial and " -,
important influence upon both: the affgctiv? and cognitive N
development of the.child. , ' Sl :

~ Two aspects of teacher attitude have been selected for

-, study — teacher attitude toward special education students /
* .and tedther attitude toward curriculum. Four groups will be
utilized in the study. The groups are: - «

s : Groyn. ] — This group y\;ill-‘gonsist of a‘pprc;ximately 33

" ‘teachers employed at Franklin Primary School in.the Little

. Rock Arkansas School System. This group will receive in-

" service’training in an individualized program designed to -
“.improve: teacher competency in meetirig .the individual ..~
needs of students in classrooms where special education
students have been mainstreamed back into the regular

classroom. - - -

Group 1l — This groz will consist of °app_roxingate|y 33 ,
- teachers. selected at random -from, the Little -Rock School -
. System who will be teaching in “mainstreamed” classrooms
'« but will not have received the in-service training.. "

' mep_],u— This group will be Composedlof teachers ran-

demly selected from the Little Rock School System who have JRFE

had no in-service training and are teaching-in classrooms
with no mainstreamed pupils. . .

Groun 1Y — In. order to compare data from teachefs in a
different.geographical location with that of teachers in the
Little Rock Schopl System, Group IV will be composed of

RN teachers randomly selected from the Conway School System,
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Conway, Arkansas. These teachers will receive in-service

“training similar to that provided to teachers at Franklin

Primary School but they will not teach in classrooms con-
-. taining mainstreamed students.

. Measurements will be made on the “above groups by

¢ administering both the Curriculum Attitude invenfory and

" the Rucker-Gamble Education Program Scale Group | and 11
‘will recéive both pretest'and posttest. Groups 1] and: IV will *

" receive posttest only. The design may be depicted in the
bt following modification of therSplomon Four-Group Qesign:

ot I 4 . . E ;
.. Group1 : 0 X .0, ',,~E~'§ Do
.7 Groupll : Ry 0, 04 ‘
¢ Gowpll Ry s 0g 7
Croup IV 1 Ry X9 -'06 S h
* Where: 0 = observation (testing and measurement) I .

X1 = U.C.A. Teacher Corps in-service training
X = In-service training similar to X
Ry, Ry, Ry = Rarzdomly selected groups

. This design is particularly effective because the results of Croups 1 and
Il can be compared with those of Il and IV to determine the effect of .the
attitude pretest. The scores of Groups | and IV can be compared with those
of Il and 111 to detérmine if the treatment effected teacher attitudes. The
interaction term will indicate the relationship between the pretest and the

* treatment. - : R L L

It should be noted that if there are only a small number of teachers and _

if they cannot be randomly assigned to the. treatment groups, then the

- - evaluator is immediately faced with the problem of attempting to create a

valid design which will determing whether project objectives have bBeen,
_achieved. _ = v o

Now. consider objective 2: Teachers will achievg a significant gain be-

» tween the pre- and the posttest. Objectives such as this seem to require :_
testing only of one group which would receive treatment X: after receiving a .
pretest-and prior to taking a posttdst. This is an’ extremely weak design
betause there-are numerous other factors which might influence a particular
outcome. For example, other learning activities may be available at the same -

- time the treatment is provided, ant these activities may have created the
observed gain rather than the treatment. Even given this weakness, this type
of design is superior to one which includes only a posttest. .With the
existence of a pretest, at least it can be documented that.a' Particular group
of teachers, however chosen, could not perform the task?b:efore the treat-

- ment and could: perfotr it afterwards. The major question remaining is

‘whether the treatment-itself or some other factor ‘was responsible for the
outcome that was observed. This matter is discussed further in Chapter VIII.

-
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In,objective 3, teachers will be assessed to ‘determine if they achieved
an average score of 70% on a posttest. This objective implies that the
achievement of a score-of 70% on a particular test is a worthy outcome for
teachers. The way this objective is stated, the achievement |evel of teachers
prior to the treatment is unknown. This type of evaluation design does not
necessarily require any type of statistical test. Rather, it-simply calls for the
measurement of teacher performance following sofie type of treatment to
determine whether their performance-at that particular time is at a stated- *
level or standard.: o ' : :
This third approach, one which sets pre-established criteria and stan-
dards, is a relatively new approach in impact evaluation. The West Virginia
Teacher Corps Educational model directly addresses the issue of using
criterion standards by employing measurements which are’ objective-
referenced, i.e., directly derived from the project (or system). objectives.
GrodsEy{ et al. (1976) has stated that: - . . :

We hope to avoid a persistent problem in measuring
performance by not attempting to compare pupils in the,
program with ‘'some general population of pupils. Rather,
after the given objectives have been determined, the /
research is concerned with” comparing the behavior of the

. pupils at the output with the objectives. If the behavior .
4 ‘measured at the output is not what is desired or if the at- -
' tendant costs are too high, dkcisions can be made ac-
. cordingly (. 16). »

The greatest assumption in the use of criterion standards as a means of
. evaluating the effectiveness of a project is that the evaluator, project per-
~-sonnel  ahd agencies to which the project is accountable can determine apj
propriate criterion levels forvarious assessment instruments. They mustalg
able to identify a level of performance which demonstrates to thett
satisfaction acceptablé -proficiency. For some dependent measures, like a _
particular Teading grade level, acceptable standards weuld seem.relatively. , * -
easy to establish. It is more difficult when the dependent measure 'is .an
attitude questionpaire for which there is no base-line or normative data.’
With questionnaires it is nearly impossible to indicate, in advance, the level
of response that wolild be acceptable. In these cases it is almost mandatory
to administer the instruments prior to the treatment in order to develop base-
line data which can then be used to set a goal for the project.
The Michigan State project is an example of a projett which has
rejected the experimental design approach.to evgluation. They have instead,
- stated interest in th& achievement of certain specific skills and attitudes by
“project’ personnel . as illustrated in % description bélow.-. '

,«

It is from the deliberation? of tFme Evaluation Poli¢cy and
Operations Committees that the activities of a program
evaluation. plan have.emerged during the Fall of 1975. One

~ very important idea to emerge from these activities was that
the evaluation of the MSU-LSD 10th Cycle,*Teachers Corps
program should not be thouglit.of as a “horse-race.” Horse- .
- races' always have several en;trants,‘and the public is in--

3
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P . C . s .

. . terested primarily in the winner, The MSU-LSD . Teacher
Caips program is not being compared .to any alternative - -

?

' program. The question posed was, “Can the staff of an
g elementary school learn to become effective curriculum -, ¢
i developers, and can they also learn the confidence necessary
L to uS_e' their curricular skills?”” There is ‘nothing in this

- " question which suggests a "better than” comparison. :

" Since the comparison to other programs question is.not
implied, the evaluation must be recast.to’ascertain the
.cthange in the quality and quantity of curricular decision--
SR v making by the teaching staff, As the previous discussion
U . suggests, curricular.development requirés a number of skills
‘and matives. First, teachers must becomie aware of curricular
~shortgoMings and injustites. Second, they must possessthe -

uskills to right these wrofgs. Third, they must believe that they
.+ L, L are competent. And finally, they must havé the skills to .
» . effect the changes they want. These four_ideas provide a

o ~'general framework “from which & series of evaluation '
[ _‘quesﬁipns can be devised. (Byers, 1976) " ¢ =«

.

oo . L . o AL o
Project: objectives which are not necessarily: reldted- to cognitive or
. » attitudinal outcomes often lend themselves to a critefipn ‘evaluation design
rather than to: an .experimental design. As:an example of this, consider the
objectives listed below for. ane ‘component of the Oklahoma Teacher Corps
_project. - . + s , o
- Forty (40] \{olﬁhteerswnl bé’fﬁeined for community service roles,
". which are school-felated. - ¢ e coN
S : R AT .
. 1. "Upain completion qf sraining, eagh comr?mhigy service trainee will
* voluptarily work with school personnel in at least one on-going
" school-community “activity. S e
- 2. Upon completion of training, each community service trainee will
- initiate at least one school-community project involving at least
one other community.patron who did not receive Teachep Corps
training. (Sriith, et al., 1976) o o '

The evaluation of the attainment of these objectives consists primarily
of the observation of forty trained volunteers in terms of their voluntary
behavior after the training has been completed. §n essence, the indicator for
each volunteer is either a 1-or a 0 for each objective; they either volunteer to

work with school personnel at least once or they do not, and they either

initiate at least one school-community project or they do not. The design for
this type of evaluation would simply be to determine the time. period during
which these responses would take place and to specify indicators which
would serve to illustrate that volunteers had in fact completed both types of
activities. This data could be summarizéd to indicate the number of
volunteers that achieved the objectives and the number who did not. While
the data for-these criterion-referenced standards may be ‘perfectly valid, the
causes of the behaviors: are still in questioh. Can we be sure that the

N e
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DESIGNING IMPACT EVALUATION STUDIES : _ 33
volunteers in the Oklahoma project who achieved the objective did so
because of the particular training they received or might there be other

- factors which would have also influenced a control group to volunteer for
the same types of activities? While this question cannot be answered, it does
empbhasize the critical need for employihg extensive project documentatlon
techniques when. gfiterion standard desngns are utilized: :

.-\

Limitations of Change ‘Measurement
) : - . :

Regardless of the approach the evaluator plans to use in an im-
pact evaluation study, an awareness of the number of factors which will
influence the outcomes of that study is important. THese factors have been .

" reviewed in detail in the Florida State Project report (Carey, 1976) and are.
summarized here because of their relevance to the evaluation design task.

The quantification and evaluation of impact or change that may be
attributed to a specific treatment or activity is evasive when the scope of a
study is as small as one particular treatment or a series of related treatments.
However, when the evaluation of impact is attempted in large, multi-phased
projects whlch involve many .groups, treatments, and expectations, the

, considerations involved are magnified. The scope of the assessment problem
increases in proportion to the number of areas m which the ptoject is seeking
to affect change. .

Events’ that can occur which confound the evaluation outcomes
include the following: (1) instructional or program events that occur be-
tween pretests and posttests, (2) non-instructional evenfs and activities
which occlr either during assessment activities or program activities, (3) the
effects of pretesting on performance both in instructional activities and on
the posttest, (4) the effects of statistical regression toward the mean, and (5)
the generalizability of-impact within a specific population. '

While it is not possible to deal wix each of these research design
problems in depth (see Campbell and Stanley, 1963, for such a dlscussion) it
is important to note the more common difficulties which arise in evaluation
research. For example, seemingly. arr appropriate experimental design mlght
'be used in which the experimental groups receives a "treatment” which is
not received by the control group. When long term training is involved it is
almost impossible to attribute the change which occufs between the pretest
and the posttest solely to the treatment. Therefore careful documentation of
project, procedures: and outcomes are required to help insure the ex-
portability of the project results as well as the procedures.

Other changes may occur during a project to effect the outcome such as
changes in the workload of the teachers, teacher attitudes toward the in-
struction or the project, or disruptive events in the school. These too will
have their effect on any type of pretest-posttest assessment.

. A.third faéctor which may intluence performance is the pretest per se.
Feedback to the teachers on their test performance or discussion about the
. test by.the teachers may result in later changes in test scores, regardless of

the instruction. Steps should be taken to consider this interaction in the
evaluation design, or it should be_consudered part of the instructional
process, and used and documented as such. . - <

1

It is not uncommon to find a project focused on a particular sample of a

°
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(R ¢

population which has been given a pretest. The lowest 25%, for exémple,

"may be singled out for special treatment. In this ‘case, the evaluator should

be awarq that thbre will be a statistical regression toward the mean on the
posttest. When extreme segments of a test population, either high qr low, are

_retested, even. without any intervening instruction, the scores of the lowest

§

students will tend to be slightly higher and the scores of the highest students
will tend to be slightly lower, i.e., there will be a regression of the scores
toward the mean. Therefore, the evaluator should demonstrate caution when
interpreting the outcomes of studies which involve participants from the
extremes in a tested population. &3, _
Asindicated in the Florida State report, and as emphasized in this
monograph, the generalizability of any research findings is dependent upon

" acomplete description of the study such that an experienced educator could

replicate it. Obviously exact people, places and dates can not be replicated.
Therefore, the evaluator should try to ensure that there are as few “unique”

- factofs operating in the study as possible and should describe any which do

occur which may_ have significantly influenced the study. .

Matching Eva-lua.(ion Design to Local Conditions

Itis a major responsibility of the project evaluator to align the impact
evaluation design with the goals and objectives which have been stated for
the project. This should not be viewed as a one-time—on%ask. Clearly, there
will need to be negotiations with regard to both the sign and the goal
statements. It may be necessary to not only manipulate the evaluation
design to fit the goals, but also to adjust project goals to the constraints for
collecting evaluation data which exists in the project. The value judgment _
can be made that it is of greater value to obtain valid data on a limited set of
objectives than to have a great deal of data which have questionable validity
for'a wide range of objectives. It goes without saying that the constraints and
limitations which are present within nearly every project will have a serious
effect upon the evaluation design which can be implemented. :

It is the task of the evaluator to identify these constraints and to
examine all possible designs which could be established to assess impact.
The kind of design that will be used should be established at the beginhing of
the project as well as the constraints and limitations of the design. Every

* possible precaution should then be taken during the project to minimize the

factbrs which are likely to cause problems with the design or create possible
extenuating circumstances relative to project outcomes. .

In selecting the evaluation design, serious consideration should be
given to the merits of an experimental design versus the criterion standards

" approach to impact evaluation. Educators have been criticized in the past

either for their sloppy research designs or for their impeccable designs which
generated trivial results. Using the criterion standards approach does not
avoid either one of these problems. The use of such standards does not avoid
the problem of atrributing causality to changes which are observed. It does
not prevent one from setting standards in areas which may, in fact, be trivial
or for which no base-line data exists to judge the significance of the standard
which has been set. However, in areas in which meaningful criterion stan-
dards can be set and a reasonable amount of control can be established to

Fa 4
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assure that the achievement of the standards is pnmanly;ftnbutable to the

‘treatment, this approach offers a teasonable alternafive 4. other ex-

penmental desngn techmques .

"

Unantlcnpated Outcomes and Goal-Free Evaluation .

Many project “directors and evaluators have noted that, gwen d'two to

three .year project, the goals of the project change during the life of the
" projéct. This creates unique problems for the evaluator: Should the original

evaluation design be rigidly adhered to and outcomes measured which are
no longer relevant to the project? Should the old design be scrapped and a

. new one established as a result of the new goals for the project?

In most cases, the answer is somewhere between these two extremes.

‘Usually most of the ongmal goals of the projett are maintained but a new

one is established. It is reasonable to try to develop an evaluation strategy
for that new goal. This may require the design of new evaluation instruments
or forms. It obviously will involve some changes in project procedures and
the treatnient irplementation which are involved. These changes should be
carefully documented so readers will understand when the change in goals
took place, when the change in program took place, and the evaluation plan
which was established at that time.

Changes in project goals often are the result of unantncnpated outcomes
of the project which are identified through formative evaluation techniques.
For example, it was noted in the trials of a well-known science curriculum
that apparently because of the individualized instructional nature of the
packages whicH were being used, the students were making very significant
reading gains. It would seem reasonable at that point in the project to define
a new project goal which would be "to raise the reading level of students
who are participating.” This.new goal might or might not result in changes in
instructional materials but it certainly would affect the types of evaluation
instruments that would be used and the kinds of control groups that would
be required to assess actual gains in reading. :

Scriven (1975) has advocated that goal-free evaluation be used in ad-
dition to goal-directed evaluation. The designs and techniques which have
been discussed in this paper are those which are derived from goal
statements and objectives and are focused directly on behaviors which are
intended to be changed as a result of the project. Scriven argues that an

additional type of evaluation should be conducted which includes .ob- -

servation and assessment of the impact of the-project with regard to an
assessment of needs known to exist among ' that populatlon‘ Scriven has
argued that an evaluator should be employed who is not’ knowledgable
about the project goals and who uses various tech niques to.determine what
is happening to the target population. This method. of evaluation would

identify many of the outcomes intended for the project as well as a number
‘which may not have been intended at all but none the less are a con-
_sequence of the project.

* Itis fair to say that while Scriven’s ideas have merit! they have not been
widely adopted within educational projects. The costs of such evaluation
seem to outweigh the significance of the findings of such studies. Project
directors tend to be most concerned about the degree to which their project
has been -successful in meeting the needs and goals which have been

.
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identified::f he -extent to which these goals have been achieved indicates

their success. Qther outcomes which may have been realized are only of

peripheral interest until more effort-can be applied directly to enhancing
thése outcomes. One advantage of goal-free evaluation, however, is that it

_may detect effects which are detrimental to the success of the project and,

when' discoveted, can be eliminated.
e .
Summary oy . . - '

- °

© Various evaluation designs havg been presented in this chapter. When

" -possible; true experimental designs are preferred; showever, it is often’

necessary to use quasi-experimental designs. It is also possible to set criteria
of'standards as the goals for the project and determihe the extent to which

these have Been met. Various factors which can limit the interpretation of

-, . Project outcomes have been discussed. The pro’s and con's jot 'gaal-ftee

evaluation were‘also presented ‘with the cenclusion that thisﬁ‘abbi‘_oa_éh;js .
often beyond the financial capabilities of a. project. T
. o -a‘.'.‘.- * 1
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~ar 4.
“‘Perhaps ng smgl; decision made: by the prolect evaluator is more
gltical to. the ‘project than the design and/or selection of the impact

_galuat(on instruments Consider for the moment that it is not uncommon

r. research’ * development projects to be funded for-hundreds of’
sapds of . 1Iars Untold num of ‘work hours, both paid and unpaid,
aré  Oftenxpended tc make the project as successful-as possible. However, it

_is not uncommon to find: that only a very small amount of time, money, or

‘effort has been allocated to the -development and/or selectlop of ap-

- - prapriate evaluation instruments. In essence, a description of.the success or -

‘failure of a vVery large pro;ect often depends upon the questlonable reSuIts of

a few poorly selected |nstruments :
At no point in the entire evaluation. process is the diligence ahd per-

severance of the project evaluator more critical than.at the instrument

- selection stage. The evaluator is accountable for either designing or’
" selecting assessment instruments which are consistent with the goals and

impact, or lack of impact, of the project.

objectives of the project and which will provide rehbﬁ:ﬂdence of the
‘The evaluator is faced with two very basic decisions. Thefirst decision is

“Which instruments will e used to assess project impact?”, and secondly, -

“How many instruments will be used to assess project impact?” Because of
their influence on the evaluation design, both of these questions must be
anstvered in a rational, professionally responsible mafner.

- There are ba5|ca||y two alternatives to the questiof;#Which instruments
should be employed?” The first alternative 'is for the<@valuator to design

instruments whnch match the objectives of the project. The second is to .

select instruments which are already developed and- available. The ad--
vantage of developing instruments specifically for a project are that the
evaluator can be confident that the items includéd on the instrument are

’ directly related to the goals of the project. The instrument can be reviewed

by the:project staff and revised if necessary to keep it relevant to project

. goals. In addition, the instrument can be field tested with the approprlate

target populatlon and revised accordingly.

) . The -greatest difficulties in the . development of new evaluation in-=:-, ‘
e s{mments dre the problems of reliability and norming of the instrument. The -
> development of new mstruments requires a great deal of effort to reliably

and validly measure the ob:ectlves ‘which have been established for the-
_project. In addition, there is .ustially - [insufficient time to develop and set
norms for a test or to obtaiff data, on how the target population would
typically respond to an instrument. If a project wishes te use a criterion
standard as part of an evaluation design, i.e., to establish a partncular goal
such as 80% ér 90% performance on a partlcular instrument, it is very

v , 37 . . )
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* difficult to obtain information. about the gxiStihg level of pér'fdn"rpance or

- ‘attitudes in the target population. ...

- If the evaluator is réquired to develop some .of the assessment in-
struments, it is recommended that a subject matter specialist be heavily
involved in the process. This helps to insure the validity of the items and the

Experience has shown that developers will often reject the results of such
instruments as' invalid unless they themselves or another subject matter

~specialist'participates in their development. This recommendation applies

- équally as well to-student attitude questionnaires or community surveys.

Poorly phrased questions can at best result in ambiguous data, and at worst

: Iead,:to‘ the judgment that the project personnéel are naive to "real world”
conditions and - therefore "undeserying of careful consideration on the | _

" assessment form.

.evaluation design. However, it is imperative when such a test is se_le(';téd','ii

In order to have an instrument which has established norms as well as
evidence of reliability and validity, the evaluator may wish to select from

. among already existing evaluation instruments. This requires a thorough
" search of standard lists of evaluatipn instruments as'well as the examination
- of instruments which have been.used on similar. projects: While such in-

struments may be quite reliable there are always major questions relative to

the validity of the instruments with regard to a particular project’s-goal and

to the correspondence between the group upon which the instryments were |

normed and the target group in a specific project. The validity question is -
extremely critical and-is perhaps most often ignored in project evaluations. -

“A great deal of time, effort, and money can usually be saved when. the’ .
evaluator can identify an already existing test- which can be included:in the .

correspohds as directly as possible to the-goals of the project. The ‘consé- .

quence of selecting a test which does not focus pn the project goalsiis that -+

the time and effort spent in the project treftment are directed toward speci:

fic outconies while the ‘instruments measure other outcomes. This would

obviously not be a valid evaluation of the project's direct effectiveness. -
When designing and s@cting instruments, the evaluator must deter-

. mine, "How many evaluat instruments will be utilized to assess the -

impact of the project?” Sometimes this question can be -answered. quite

~ easily because there are no instruments available and therefore one’or two

instruments will need to be developed especially for the’ project. On the .
other hand, there aré sometimes many, many instruments alteady -available
or ones that can be modified to assess the project's impact, ... - -

One strategy is to use as many evaluation instruments as dre available in
order to detect any possible changes which may have occurred as a result of °
the project. This is sometimes referred to as the "shotgun’” approach. While '
this procedure: may result in the detection of certain-changes, it Is an ex-
tremely costly .approach considering. the time requiréd for respondehts to
complete the instruments and the time required to record and analyze that

-information. - .

Itis highly recommended that tﬁeevaluatorbe extremely judicious and

. choosé only those instruments which ‘are directly.réfated to the outcomes of

the project. If the instrumerits'selécted 'or developed-are valid and reliable,
they should provide the information:reg ired -to evaluate the project. The
4 ""-;'_.-":.."-_:. } LI .

- 3 g

- acceptance of the items as true indicators of the success of project activities. = -

.
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use of a few carefully chosen lnstruments erI avord a great deal of hostrlrty
which may arise on the part of those who are evaluated

. Imtratmg the lnstrument Development/Selectron Process

“The" process of instrument: deslgn/selectron should begrn with an

examrnatron of the project objectives. Each objective should be examined .
separately and the behavior which represents the achievement of that

- objective should be carefully described. When such an analysis is complete,

- -the types of behavror which emerge are usually one of the following: (a)

cognitive outcomes, i:e;, knowledge gained by the participant as a result of
instruction; (b) skills, i.e., the application of knowledge .gained. through
instruction to partlcular situations; " (c) attitudes towards oneself or some

activity: (d) behavioral indicators, i.e., some action taken which indicates a
choice of - perforrnance .which is exhibited by a member of the target

- population:- -
One helpful way of begmnrng the process is'to draw a grid which en-

compasses all of the goals of the project and mdrcates the types--of
_evaluation instruments which will be needeg. Below is an excerpt
from the Michigan State report with an illustratioh of such a grid. Note that

the left column indicates the type question which should appear on the
*instrument. The first category is equivalent to assessing attitudes, while.the -
: second represents the testing of knowledge and cognitive skllls and the third

tis equivalent to skill application.

, Table 3 provrdes a general template for the development
of’ *evaluation mstruments items, and/or procedures. The
" actual selectlon .and’ ‘construction of each curricular area’s
‘evaluation: instrurivents rests with the particular currrculum
development team. o I

_ ¥ The cutricular development teams are to |dent|fy the
,'3.cells of greatest interest by early January 1976. Following this
" identification, they are to construct items and/or procedures
to assess the status of the Teacher Corps participants on each
identified cell. These items from each development team will
be combined into a single or a series of instruments and
administered to all the participants as early in ‘the Winter
Term 1976 as is feasible. The safne, or at least parallel farms
of these, instruments will be uséd again in june' or early
September 1976 and finally in June 1977 at the close of the
projects. These observations will constitute the majbr source
of teacher data for determining the effects of the 10th Cycle
Teacher Corps In-service Training Program (Byers, 1976).

J.



£

Chapter Five_

. . ane :
B : T Ty | v Smame
- £ : . [euossay
|- odunsxs
, | . ¢ aape | 10 JuswAojdun
N l 94 , =
. - aAnde.
. )|
— . HEVEY
) 3 - ] " anpe IS jenoy .
214
) " - annde )
: g | Lk
- = jo Buinex pue
C y aaoe | uondadsed-jjas
a14 .
T A saiBajens ’
.._o_ﬁa_,m& |eudn Bumas UBLLSSASSY PRIODH/uUoNSINY Jo AL
: Co Hnnsuy | [eod { , e g
Bunpea) jo syse T
Y T o -
- puD 8uluueld uongenjeay
.. ‘sdiopueyaeay . . -
G o € 3qeL N
- . N . ..A " . *
s.. M ) - x

g
e

O

Aruitoxt provided by Eic:

E



O

ERIC

Aruitoxt provided by Eic:

. Py, e ™

DESICNING AND SELECTING EVALUATION INSTRUMENTS .- e @

Measunng Cogmtwe Outcomes

Perhaps the type of assessment most familiar to all educators is testlng
the cognitive knowledge of learners. Our techniques for measuring reliability
and validity have been perfected for this type of assessment. Nearly all
innovative projects which focus directly on student learning outcomes will
use* this type of. assessment ,techmque Included..below is- the cognitive -
testing plan which is being used in.the Teacher C‘orpfnro;ect at Glassboro-
Camden. In'this particular project, cognitive tests are'administered on a daily
basis and norm-referenced, standardized tests are. used as a pretest/posttest
assessment of pro1ect |mpact

s

, There are three frequently used ways to measure per-’."
** formance. First, continuous measures\are .thosexmeasures +'.
-which are taken on a daily basis. If rapid and accurate
~ program decns:ons have to be made, the records of the daily
measures may be chartered and summarized as weekly
learning.- Or the-daily measures may be stored and totaled
each week, month, or even each year. The use of daily
. measures requires staff training. The data. sheet/7601 is used -
for specific performances called pinpoints and fqr |n-
structional interventions- called phase changes

‘The. second form of measurement used in schools,
‘criterion-referenced testing, is @ measure of how many. and ,
what objectives aré being met. The Glassboro-Camden .
project has decided not to use this type of data coIIectlon '

. system at present. - .~ Yot :

The third type of measurement used for many ongoing
programs and projects is termed ‘pre-post testing. Usually
achievement tests, also called norm-referenced, are used, to

~ measure progress. The pre-post achievement testing data to |
be collected in this project is summarized on sheet 7603.
(Brent, et al., 1976)

* The CIassboro-Camden project typnfnes many projects targeted d:rectly

_ on the learner. Dally or weekly tests are especially designed for the project.

In addition, staqda’rdlzed tests are used to assess the long raage impact of
the project: In the latter part of this chapter, we will return to the advantages
and disadvantaggs of using standartjlzed tests for impact evaluation.

e

. . ‘
Measuring Skill Outcomes . o

Many' projects are concerned not only. with the acquisition of

'knowledge but also the-demonstration of specific skills. These skills often

.mustbedemonstrated in the context of a classroom. Therefore, the emphasis
in" tra[mng is. upon the appllcatlon of skills in- a Iaboratory or ‘cllmcal

3 F o »
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to ptovide £owledge about research, but rather will be required to critique -

.
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.
[

the pro;ect ob;ectlves |n the left column, has |nd|cated the course training
goals in the center column, and in the nght column has mdlcated the type ofj
evaluation’ whjch will be Tequued

In this example from West Virginia the studgnt will not be asked simply

research and eventually conduct: research to ﬂemonstrate sknlls which® weré
obtained through the_training.
The-dernonstration of a skill which has been Iearned is often the desured

" outcome of innovativ. feprolects This applies particularly to teacher training.
]

projects where the i

classroomé. The recent ‘emphasis;‘placed on. performance-based teacher
education has higMighted the importance’ of this type of evaluation as well -
as the difficulty of conducting jt'Certain kinds of skills c@ be demonstrated
through the planning of an activity; the development of*a test instrument, .

the sunimarizing of data, and so forth. However, certain teaching behavuors e

can be demonsfrated only in the classroom under normal conditions. These
kindsof behavnors requirg observational anaIysns which'is much more costly

“and sometimes unrelnable

Thé 'evaluator is-nSt encouraged to shy away from observational
analysis as a type of evaluation technique. Quite to the contrary, the attempt
should be made tofmeasure these outcomes in the classroom if that is the
desired goal of the project. However, the.evaluator should be aware of the
dlfflc‘ulty in-obtaining accurate, reliable data and of the time. consumlng
natd're of obtalnlng these measures. . .

MeaSunng Attltudes '

Many pro;ects have as a secondary.goal the lmprovement of attltudes of

" “the target population toward th‘emselves,,ttoward the schools,” the com-

munity, or the activity. in which they are participating. The Questa in-

" struments desanedQelow are an example of instruments designed to assess

change in attltudes C

PR Questa i, the questlonnalre for new students is ad-
! "~ ministered at the beginning of high school. This instrument

. gathers ‘ attitudinal, blographrcal demogfa‘phrc and .
socioecQnomic, |nformat|on and is desngned to dlscover a . o«

N

student’s attrtudes toward himself, his peers, his’ previous -

school, and his; neW school, his hopes, fears, and aspirations.

Questa ‘11 the. glestionnaire for students, teachers, and .

administrators, .i§ administered to students and -adults .
. familiar with tHe school. From this instrument. the school -

gains information - about the degree' to: whlch students, s

*faculty members, and administrators are: ‘satisfied . with

various parts of the school and with student developrirent,

about the ndture and values-of the’ school's subgroups, ‘and

about sources of tension and dissatisfaction. By comparing:,

certain sections of both instrumengs, the school can measure™

its impact upon the student’s attitbdes and values. Questa is

desngned to assess the school, not mdnvnduals,1 so it is

. - '3 .I'-
[T
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rest is.not so much in knowledge about somethlng, .
but, rather:in the ab)ty of teachersito apply obtained knowledge in their °
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. é:ompleted without any idenitification of individuals, and the
results are tabulated and reported for groups only. (Hains-
. worth and Price, 1976) . e

" “While the M'ur‘[_ay State instrument is very general, the Oklahoma
project has employed a very targeted attitude measurement " instrument
which requires children to intlicate their attitudes about themselves (S ith,
‘etal,, 1976). A sample of tHdse(itémsja}ppqgr in Table 5. } ’

.
STy Table 5 co
Oklahema Children’s Self-Esteem Inventory |
Oklahoma City Public Schools -~~~ "%,
Name o, SchosL. | k
Teacher— - LR Grade o Date :
" Sexa . vAgP . - ka“ce B

. LI . LI . T s
INSTRUCTIONS: ; If the statement describes how you usually’ feel, put'a’ 7
check (y#) in thé column "LIKE ME.” If the statement does not describe how .
you usually feel, put a check (f.) in the column “UNLIKE ME.” There are n )
right answers. Words or phrases in parentheses add meaning to the

statement. : . - _ ‘ Y

. AR .
. . S

, AU C . ME ME
1. 1 spend a lot of.time daydreaming.

" 2. I'm pretty sure of myself. - . —_
3. | would v‘rather be myselif than' anyone else.- Y —
4. I'm edsyito like. : - : .. —_—
5. 'I enjoy talking infront of the‘Class. - P

6. 1 wish ! 'were younger.” Co —
7. Theré are many things about myself that: I -

~ -would change if | could. R —_—
8. | can make up my mind without too much trouble. —_—

9. I'm a lot of fun to be with. )
10. .I'm happy with (proud of) my  school work. '
11.  Someone usually has to tell me whattodo. .~
12. - I can adjust to (get used to) new things easily.
13. I seldom do things that | am sorry for later.

3
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,16..‘ 1 dOn t-give: m easily when I think I'm nght B

S 21 Ihave reasons for the things that I. do.
2. Thmgs are-all mixed up in my life.
.23.. .1 can'make up my mind and stick to it.
24, Kids like my ideas. e ‘

. 27. Fm not ashamed of what | am. .
©28. | like“the way I-look: . ) . R
'29. 1 like being with other people : '
430, 71 ‘Seldom- feel upset (uneasy) in school..
“ 31 Ifihave somethmg to'say, Fsay it.. 3
© 32% 1 don't care what happens to me. o -
331 think - l’m domg OK e s

.38, ‘l can be trusted.

LS

v

. .
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14.. | have many fnends my own age.
15. ldothe best work that | can in class.

17. 1.can take ‘care of myself . Jev i
18. I'm usually happy . -
19. -1 would rather play w:th chlldren younger than I am.
20. ldon’t I|ke to be called on in-class.

25. I'm notdoing as well in school as I'd like,
2. % really like being a boy.:{or glrl)

> -

SR

34. Kids. pick on ‘me. B . L
35. My teacher likes me.
36. 'l really get upset when I’'m fussed at (scolded)

37 Things usually don't bother (upset)
‘me for very long. - : ‘e

¢

e

39, Other people are liked better than | -am.

40.." My school work makes me feel thscouraged
(hopeless) :

AT _|;; L _'I',"I'f.",l"l’fl';l;;

. o .

e .

) A different type of instriment’has been -developed for use in the -
_:Michigan State project (Byer3, 1976) First; this instrument, which appears in

Table'6, can be.used as a ieeds assessment instrument, i.e., the teachers can

‘respond tothé instrument at the beginning of the project to identify areas in

which they need additional training. The instrument can be used again.at the

* end. of the project to detbrmme teachers’ percelved increases in their own
_ablhtles Wthh are I|sted on the form

]

.“

uKE  UNLIKE

-

-
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proficient, where would y
class? :

.

N
Iy
h

Table 6

. MSU Reading Skills Proficiency Form

BTN R FoI_Iowing‘is a list of skills/tasks for the teaching of reading. Given a scale
... = of 1-5 where 5 represents proficient in.the skill arrd 1 represents not

ly each task to your

ou place your ability to app
Not

Proficient e
] 1= 2 3 4

: Chapter Five

Proficien.t..\
5

a. selecting apbroprlate

-objectives. —

b, understanding non- <

..- instructional factors

d. fr,angfer_bf skills .

e. develop instructional
strategies for word
identification for
comprehension

f knowledge of reading

‘process i

:L'_: 1 ) . :,'

‘

. g. selection of commercial

' readers . :

o

,
1,

h. modifying commercial
reading material to

By

needs of the students

i. get students to work
indépendently

" j. assess students’ -

progress

k.ﬂénaly’tze specific ©~
reading skills

&
A
.
.
I

systematic

.2. Overall, how would you as
. Incompetent > :

sess ydyr ability as a reading teacher?

C_c_>’rp petent

[ 71 | 2
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DESIGNING AND SELECTING EVALUATION INSTRUMENTS ‘ ’ 47

All of these attitude formsy ;;rovide what may be conSidered soft data. 54

They represent the reported feelings and dttitudes of the target population
about their school and themselves. While these self-report forms are often

- quite reliable and norms can be easily developed, there is always a question

of their validity. It is recognized that participants feel a certain amount of
social pressuré to respgid in a positive and constructive way to these .in-
struments. In addition, the items on such instruments are often so global and
general that it is very difficukt for the respondent to know exactly to what.he
is responding and more importantly for the evaluator to know if the project

has in fact influenced the responses. i

Attitude assessment instruments certainly can be a '\/aluable,asset in the
evaluation of a project’'s impact. They may be critical if the goals of the.

.project are directed towards attitude change. Therefore, it is extremely

important for the.evaluator to examine each and every item on these in-
struments to be assured that (1) the item is specifit enough that responses to

-it will directly reflect the processes employed on the project, and (2) there is

noreason to believe that the project itself could change a person'’s attitude with
regard to ‘specific questions. An alternative Qr supplement to attitude
measures is the use of other behavioral indicators- which are discussed
below. ' S

Alternative Behavioral Indicators |

When attitude change is a major componeht of a project, the evaluator
is encouraged to consider actual behavioral change that may be a better
indicator of attitudinal change than simple paper and pencil responses to a

questionnaire. For example, if a project goal were to improve a student's -

attitudes toward school, why not look at such indirect or unobtrusive in-
dicators as attendance, complétion of assignments, or books taken out of the

library; rather than simply asking the student whether he likes to come to -

school? Indicators such as school attendance or a reduction in the number of
windows which have been broken in the school are both extremely reliable
forms of data and they are data which decision makers can readily un-
derstand and agpreciate. These are indicators of the actual performance of
the learner wﬂg’p

simply a socially acgemtable response on a questionnaire. -

A simjlar""appig

intended to assess infesest in school programs. Surveys can only ask how the
personfeels about"tké}it’hool, but such indices as their attendance at PTA
meetings, their participation on special school comymittees, their attendance
at athletlc events, or their purchase of itgms sold by school groups reflect the

community’s attitydes about the school. These items are not necessarily

perfect indicators of attitudes, but they do represent concrete behavior by
the respondent with ref@d to the activities in question: Attitudes may be
inferred from these perforimance observations.

—

Summary

»  Th& major purpose of tHis chapter has heen to describe a wide range of
assessment#nstruments and to cautign the evaluator to be judicious in the
selectior}‘ and/or development of jus tho%nstruments which are directly

> ) ) [}

#

‘tegard to a particular activity rather than of what may be

ch can be used with community surveys which are -
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v } o
related to the gbjectives of the project. Examples of instruments which Wwere
used to assess cognitive an¥ attitudinal outcomes wefe presented, It was
noted that it is often necessary to directly observe behavior changes-in the
classroom or to use unobtrusive measures of changes in behavior. :
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» PROCESS EVALUATJON

After the pro1ect evaluator has developed an lmpact evaluation design
.and selected or'developed requnred instruments to be used for the design,
the task is not over. In fact, the major role of the evaluator.is only startlng as’

the. development of the process evaluation plan for the project is begun Tl

- Process evaluation may be.considered.to be the collection of data and in-

“formation to be used to improve the quality of the project and to document

«the major decisions made during the |mplementatlon of the project. This

- definition |mpI|es that process evaluation is conducted from the beginning
of the project to the end. & includes the analysis of_the documentation of -

- Project goals and relevant activities, the colléction of data and infprmation

from students -to improve the .effectlveness of treatments, and the

' documentation of decisions which are made relative to the proj ct. - <
In thie chapter, examples of methods which can be . to cor\duct'l S
process evaluation both for the overaII project and fa s student or

teacher activities within the project will he considered: Also, a discussion of *
the kinds of information systems which may be requuep to process all the
data generated through evaluation actf\utle,sdf Il be included. =
=~Jhere are tfentially two types & thata ‘collected in the - process

evaluation phase. The first is- a general ovegdll type of data which provndes :

* information to the staff personnel and pgoject director concerning the
progress df the project. Such data reflec® the program decisions made
during the project and the changes if any, due to these decisions.

The second type of data is subordinate to the first and.is one which has
‘been referred to in an‘earlier ehapter as-formatlve evaluation data. The term
formative evaluation infers that this is a process which is used to evaluate
specific instructional materials and activities. It is the type of evaluation .-*
which instructional materials, .workshops, and other special instruction
undergo pnor to any summative evaluation. ‘The purpose of formative
‘evaluation is essentially the same as that of process evaluation, which is to
collect data, facilitate decision making to improve the instruction -and assess
"the consequences .of those decisions during. the lifetime of the project.
Formative evaluatidn is clearly focused on specific, tangible products and

s-activities which are conducted in conjunction with the ‘target populatjon.

lnstructlonal Improvement .

Any project involved in producmg instructional matenals should follow
a systematic-materials des|gn process which involves testing these materials
in their early stages with ‘a small number of students to determine the ef-
fectiveness of the materjals. This trial data'is used ‘to revise materials for
|mprovedeffect|veness before they are implemented with a larger number of
students.
Similarly, it is not unusual for. projects involved “in teecher trairring
actwntu'lo conduct numerous workshops Formative evaluation data can
be coIIected at each tra|n|ng session, e|ther through the direct assessment of

. ‘ L a9
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teachers’ performance on cognitive or skill instruments, or through more -
general evaluation instruments. These instruments should be designed to
focus on the specific outcomes for each workshop and to measure the extent
to which the partigipants feel that the workshop goals were achieved. An
example of .a workshop evaluation form from the Oklahoma project appears
in Table 7. (Smith, et al., 1976)

Table 7 gyl
Moon Middle -School ‘V%‘rk'shdpb

Evaluation Questionnaire
3 . ' tl 'z .
Name____ . Teaching Assignment !

g

Years of Ex-

Year Received
perience :

1. Of the following sessions, check in the left hand c'olumn those who you

" —Posijtive School Attitudes

- —Departmental Meetings (Thurs. & Fri.) "

feel were not appropriaterto your individual needs at this time. In the
right hand column, rate the degree to which you feel the session met your
~eeds ) . )

) - o : " - high low
- : degree - . degree

—~—General Sessions (Monday)*

—=Duties and Procedures

—~—Classroom-Management

—learning Optidns

—=Testing for Individual Qualities

~—lndividualized Instruction/Team Teaching

'7
(9%}

P R N W W W I Y
LS S SN SN SN SN SN )
o~ .
W W W wwww
ENF N NN

—Departmental Meetings (Thurs. & Fri.) .
‘. .

<

2. Of the following sessions, check in the left hand column those in which you
feel that group processes were employed, In the right hand column, rate the
. degree to which you feel group processes were employed.

——-GCeneral Sessions (Monday)

—Duties and Procedures

—=Classroom Management

——lLearning -Options

—-Testing for Individual Qualities ,
~——Individualized Instruction/Team Teaching
—Positive School Attitudes iy R

H

~

D S Y S S G W |
.

W wwwwww

S W NF NFNFNINN
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PROCESS EVALUATION - . e : - 51

high ' low
degree . degree

3.-Of the followmg sessions, check in the left hand column those in which
you feel that your department goals were fosmulated and stated. In the
right.hand column, rate the -degree to which goal statements were ar-
ticulated. - . :
—General Sessions (Monday) :
—Duties and Procedures _ 1
——=Classroom Management '
—=larning Options
=T esting for.Individual Qualities
—Jndividoalization of Instructlon/T eam |,
Teaching et : -
" amePositive School Attitudes - ' o1

-

_n_n_n_n-_n’_n
N O NNNNNN
w ‘w(»c-»t»uu
.z::.u'.z;".'u.h#

+

_Department Meetings (Thurs & FFF)

« 4. The workshop purposes were clear to me. '
5. Adequate time was allocated for each session.

6. Facilitators were weII prepared and enacted
- theirroles competently

7. My overall rmpr&ssrons of the session of the workshOp are:

— ot |- -—
N NN N
[P RN w
S a‘a{;}

8. Aspects of the inservi,ée that were'most valuable to me are: ~

v

9. Aspects of this inservice which | feel were least valuable are:-

10. In what was was this inservice practlcal in terms of your bemg able to
use what was accomplished this week during the school year?

11. My suggestions for our next inservice are: | .

The frequent testing of pupils can also serve as feedback in terms of the
effectiveness of particular teacher skills which are being implemented in the

classroom. For example, the Glassboro-Camden charts used daily for pupils -

also serve as daily assessments of teachers’ performances on the project’s
skill objectives and facilitates their improvement in the use of these skills.
(Brent, et al, 1976)

The second purpose for co}ductmg Pprocess evaluation is to document.
‘major decisions and activities which take place during the project. This
documentation is an invaluable source of information for other educators~

1
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PROCESS EVALUATION P L " © 53
who attempt to use the products and innovations from a project. It is critical
to know, for example; whether teachers were self-sélected for various in-
structional activities, or whether they were assigned td those activities by a
principal. This procedural difference may cause very different outcomes
with the same materials. it is this type of information which the potential
user must know to determine what decisions were made. and the con-
sequences of ‘those decisions. A future user of tHe project materials and
procedures may or may not wish to make the same type of decisions, even
though a decision to use the materials has been made. ' :
" . The use of process evaluation to provide management information to

“monitor and change a project midstream if necessary, is relatively new.

Many project personnel will be accustomed to-continuous data collection
during the project. It is critical that, as early in the pMject as possible, all

* - persannel be aware of the need for and the usgs of process evaluation data.

If this is dot done, significant probléms in communicatn’on_ can’occur which .
will stifle the effects of the evalution team. Note the following comments below
from the Stanford project. o _ .

From t“einception of our Evatuation Unit, We intended
to conduct a continuous.formative evaluation, providing
feedback for project improvement to various aspects of the
project. However, we have repeatedly experienced the
problem of not being regarded as a resource whose role is,to
do this. At Hoover we are regarded with suspicion. At
Stanford, the two faculty members of the Evaluation Unit
also serve in the Math Work/Study Team which may be
perceived as the more important role. The two student
members of the evaluation unit experience difficulty at times
in offering advice or pointing out problems to peers and
superiors. e —/ : ' .

Fear that our feedback might be regarded Mas _”tale.:Jl

- bearing” often leads us to discuss problems only among

ourselves, which is not having the effect of solving the

problem. [n addition, unclear lines of authority and com-
- plicated communication channels make it difficult to know 4
what to say to whom in order to have a particular intended

effect, so we hold our peace. These factors have lead us to

de-emphasize the formative aspect of the evaluation and

concentrate on the summative both because that seems to

be what is expected of us, and we find it difficult to over-

come the considerable obstacles to performing an effective

formative evaluation. {Brent, et al. 1976)

This quote from the Stanford project emphasizes the rfeed for early
involvement of project personnei in the design of the process evaluation. It
is critical that the rationale.for the use of .process evaluation information be
clearly understood by all participants. This understanding should reduce the
anxiety that may be caused by the constant observation and recording of
project activities, especially those which occur in the schools. .

Anotl")_er type of documentation is illustrated by the San Jose Project. In

. | | - B. 5
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SRS T : ‘ :
thi{"exép'pl_é the weekly,.Jo‘g'.df events indicates the activities and the people
who'afe. involved. Some of the events require pvaluation and this data is.
stored; 'ir_'\,ban'fihfcjrma'tign:-.s_'y‘ste[n. Thjs example cleatly indicates a Tlose
reiatibnship"‘,'bbtv'»"'éen -project- documentation and project, management as

|narcé};ed‘ by 'Mqr}qé—ng’gshimgr, et al., 1976. .

* A A .
LTS en GRS ¢ . .
g by r:y,‘ AN "(.". . . . ) ,A
g Tues.’,".,.“'_-_;9:.3(}10:&)"(Bi'-ling'ual Presentation in Dan Crowley’s réom.
SR ",[Pal"n selieved:for interview with Creta) :
“ .. ";_’.;'_ 1‘ : . . . o .
' g7, 73te 42550130 Bi-lingual Presentation in Terry Clay's room. o
T .;_(Ie.rry;rel-i,e?éd‘-for interview with Mike) S
'40 /S's"si;s.teﬂ.,l(aren Sorensen in testing program (Egdna). R
- R L .. ) o . .
X ‘1'00-2:40'1335istqd Floyd' Piper in testing program. s

P 2 -‘wa —i -4 . . - - 'y ‘ . ‘
;' *-CASES .,  STUDY d ¢
i. ' Rdse,~. PatHanzad -

o - .+ U . Karen Sorehsen
T '{‘..‘v‘-' : “\LUpe— __ DanCrowley ' .

L TS PO Pat Hayes L o : »
2T 'L “Katy —  PatHanzad | . o

R , Karen S‘orensenl FE AN

‘] Manuel — Fidyd Piper 1 5

Mon... " 7:00 P.M. Parent Study. Czqyp — Lupe
TV (iguel) - a $Th

S ' Thurs D730 P.M. Open Hodsel.'fPfﬂ_ peting " - :

k. K7
Manuel, Rose, Edna

r ' .'l"V,‘-/éd. &v..'-;_,Noon Recreation Prograrmi ’

\ - Thurs. " Indoor: Dance and Movement e

" ‘Outdoor: Soccer N

s

S ~ B T TR T
© . The benefit of:a.log is that it ihdiéat'e'_ﬁ_t__héf&{pe of training which was ™
Cv o 7 provided, the’amount of instruction target.groups received, and the rumber ~ - *;
¢ and types of special meetings and activities: which were- réquired-to. im=. . =
i 7. plement the project. This information' can be-used by the projéct director to ;"
<70 .- verify. project activities and to facilitate prdfect decision-making..In"ad- =
w [ .. dition, it can be shared with educators from 'o'ther-locat'i'oﬁ's'f_tb“ gnha_nfc‘.é“th'e' '

probability’ of the exportability qﬁprojec_t findings: ..

5 .y
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PROCESS EVALUATION : - ' s

In this chapter we have emphasized the importance of collecting data
and information- while the project is under way to provide feedback to the
instructional designers and the project direct®r, as well as others responsible
for the development and assessment of various components of the projett——
These data 'cari 'be used to facilitate project decision-making and to

* docyment the techniques and procedures employed to enhance project
exportability. While therg’.are certain problems which may arise during this
-type of -evaluation, it, is ‘critical that all project personnel understand the
intent of and the schedule for all process evaluation gctivities. Otherwise,
the lack of communhication,for effective data collection or cooperation
among perSane_L ay cause importance information to be lost. :

Information’ Systems:" \_ - :
1t has beeri indicated that the rolé of the project evalgator incjudes not

- only the design-and collection of impact evaluation data, but also'the data. -

. required:for process evaluation. This implies that an information system must,

be available in 6rder to smoothly and effectively store, retrieve, and analyze
the volumes of data collected, * _
‘ - Such systems should be designed as soon as possible after-the initiation
“. of the projett to provide a clear understanding of how the data will be collected,

" stored, and retrieved. Without such a system, the project could quite readily find
itself in chaos —flooded with data and having no idea either why it was collected
‘or. how it was to be analyzed. ‘

¢ There are several approaches to establishing an information system.
One is to adopt or modify an already existing data system to meet a project’s
specific needs. For example, a number of projects operating in school
districtshave access to student information data'bases which are owned-and
operated by the school systems. Suth data bases can be invaluable for
determining academic growth, biographical ‘information, and the prior
success of students in the school system. To illustrate this, the Michigan
State project, which has been working with the Lansing School District, has
been able to use the extensive Lansing data for the students included in their '
project. '

Q

s This report outlines the contents of the data base that .
.has been created as part of the evaluation of the 10th Cycle-
Teacher Corps., Although the Lansing School District
maintains records for.all its elementary school children, only
eight elementary schools were seleeted for inclusion-in this
data base. The criter{on for selection of the schools was that
they had been involVed in the activities of the Eighth Cycle
Teacher Corps. Consistent with this criterion, the following

» schools were selected: Allen Street, Everett, Gier Park, -+

) Gunnisonville, Holmes, Wainwright, Wexford and Willow

. - The Lansing School District has been maintaining *
achievement records on its stiidents since 1971. A continuing -
file of data has been created by LSD for #ach student in the
schools since May-of 1971. Therefore, there is longitudigal
data available for the children currentlv in the eight
elementary schoals composing the Teacher Corps Data Base.
(Byers, 1976) . . ’ .

Q
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© . While it is very-efficient to ujip Wstemsy they usually dé‘#pt
’ include all the information_ desil ocf Staff, dnd it is usually; dif-
~ v ficult to either modify or add datd fig-f€cords because of théifsin-
. fended purpose. Therefore, it is'often necessary to create a new informjgton - - -
* “a*  system for the project. . o . o T
The following pages contain a check list which has been adapt om
the major components of the information system which_has been designed”
for the FSU project (Cagey, 1976). Note that thesteps correspond with g afya
. of the suggestions which have been made’fof-conducting a project’s’total .. - .
-~ process evaluation. The chart basically:'émphasizgé the need .for iden- . °
& tification of who is doing what, when, where and why; If such' a system is” |
»  employed, then all instruments and data could-be elearly labeled and stored: #
dppropriately. There should be rto question as to why it was collected, how it
would be -analyzed to provide feedback to the project #taff, or how to
describe the progress of the prqject.

* ChecKlist for Information Management >

System for Assessment Within the FSU/FAMU — Leon Cou_r'ity ’
, e Teacher Corps Project s .
1. Describe projection rationale from proposal. - .
a. Identify purpose of proiect' . . > .y
b. Identify goals and objectives * - . . .

- ¢ ldentify needs for prajects
'd. Identify activities . -0 . ) N v o
e., ldentify constraints . . L e ' ) '
2. Verify purpose, needs, gbals,’h-adiyi,'tj;gsf'and cbnstrair'r;s_with,-steering .
committee. B | :
3. Describe information needs of the ‘project. ,
,a. Describe context eva_luja_tign decisions which are needed
b. Describe input eva.luation decisions which are needed
. €. Describe progess evaluation decisions which are needed
d. Describe product evaluation decisions which are needed
4. Describe assessment process.

‘a. ldentify,personnel'reﬁuired ”‘:‘ oo
b.- Describe assessment facilities, needed o
C. Descﬁge materials-and procedures for each test .
d. DescriBe proceduresfor. delivery tests afid times for'administration
. ’ . :-. t W:._,‘i N R o . .
5. Describe scoring pioéedurgs_. B L
-a.~Identify scales, weights or other scoring instructions
, - b. Identify scoring methods " _ e .
. é Sy
. . . ) o A ,;"5.'.3,»'\ v ‘,
.6. Design data storage systém, ° \
a. Design and document data file“far each instrument
b. Design and document data file fotzeachiindividual '

P f

-

ERIC

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

1

PROCESS EVALUATION S
. ~ H };' . +
7. Describe data analysis procedure. ;
Identlfy programs to be used to mterpret each mstrument
8. Schedulé assessment activities. . ) :
e Adentify exdct testing dates, instruments and sites ’
' b Ideh I&;data and time for delrvery and.collection of instruments
N tify i ning time and date for personnel :
" d. kient te fggdelwery and collection of - mstruments for scormg
n-. ﬁ .- o K i
9. Trarrf!’ as$essment admlmstrators" , o '_ v
. 10. Conduct assessment. L ) t ' e
Th .Prepare report of resylts. . ¢ T j' e
a. Design d|splay format for ingerim and fmal reports e s

12 ldentbfy all users at all IeveIs for mform atron avarIabIe in system.

13 DJssemmate mformatlon : C o .

-

Perhaps the most critical decision regarding information -systems  is
whether such.a system should be computerized. Often there is considerable
‘pressure to take advantage of the power of modern colnputers, to establish
the entire data base on a computer, and to. have the computer analyze data
“for the project. When sufficient funds, personnel and equipment are
available, there is no questlon that this is an efficient and effective ap-

proach; however, experience has demonstrated that almdst invariably the

time and effort required to build data records and develop programs to store
and retrieve data are underestimated.

Numerous books have been written about how to ‘develop com-'

puterized information systems, and no attempt will be made to present that

information here. However, the project director and evaluator should be -

aware ‘of the advantages and disadvantages of these systems and perhaps
should begin with “very well designed description of the total information
needs qf the pfo;ect and the data which will be collected and stored after
.such a system. has been designed. It then is possible to identify sub-
‘componénts of the data which might lend themselves tq .easy com-

" puterization and analysis, and likewise to identify those componentsm‘jifch

can better be. handled with a manual system. The question whigh *should "
" always be asked with fregard to any particular data element in the system is
“Why is this information being colletted?” If a substantial answer is not
forthcomlng, then perhaps that element should be removed from the system.
. In the long run, 1t is more valuable to have'a few sets of valid, reliable data
on the process and outcomes of the project than to be overwhelmed with an :
entire data bank of mformatlon which cannot be accessed or analyzed ina~

meamngful way. - ° N

Y



8. ¢ » < : . ‘. Chapter Six.
-Summary - ° ' . ‘ L . s
’ B .
- The term “process evaluation”.has been used broadly in this chapter to =
describe sevéral evaluation activities which typigally occur prior to the *
. - impact evaluation. One importance step is thegRrmative -evaluation and -+
N revision of the instructional materials and proce s'priocto theikuse in'the
- ©  classroom. It was also’ stressed that ‘the evalatos¥kan enhance the .
probability that the impact evaluation results will anyféF to other locations
by .carefully .documenting project activities ang ‘pl'bc\edures‘. This in- .
< tormation can also be used by tne project dire m‘r}:b-mor'e effectively
.~ marage the project. Process evaluation activitie mlt_"iq't.hé,génératiqn of *

a-great deal.of information. Therefore, a well designeds b not necessarily ™
computerized, project: information’ system is required. %8 Y B '
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REPORT'ING PROCESS AND IMPACT .
R E\lALUATION oU‘rcomss

<
e

‘An evaluation study is only as good as the dOCUment which repofts the

and coniplete report both 6F'the astivities which took-place during the
project and the impagt which the: project had on its target populatfon. ¥he

'results of . that study. It is thé’%valuator‘s obligation t6 develop a thérougkhe-

evaluator’s obligation in”the report is not only -to faithfu)ly represent the .

happenings of the project, bug ‘also to meet the mformatron needs of thé

.audience or audiences to which the report is addressed.

~ltis not uncommon to find an equivalent report which’ appeats to have
been written by one evaluator for the consumption of -another evaluator.
Often these reports contain jargon, vocabulary, and technigal procedures
which.tan only be understood by another highly trained evaluator. In ad-
dition, such reports include numerous tables of data and results, but very
little interpretation of the results. . : .
Thq evaluator must be aware that most’ readers of evaluation reports are
not professional  evaluators. More typically they will be: educational ad-
ministrators, prolect sponsors, curriculum supervisors or university faCuIty
members. The advice often givén to dissertation writers to-write for an ‘in-

~ formed educational audience which.does not have expertise in. their: par-.

*~ ticular area would,seem to apply quite well to the evaluator. The evaluator

Repor! Formats

." should not attempt to write everything that happened on a project in the
report, but rather should include those thrnp whith are important and

srgmfrcant to the understahdmg of the pro;ect and its outcomes

L e LR . . e . g e

Certainly there is io common format that can be followed to report.the

findings of all project. evaluations; however, there ‘are a number of areas
which the evaluator should include when reporting project outcomes.

The first area to be considered in an evaluation report is the background

of the project. It is important to indicate the type of problem or problems

which resulted in the initiation of the project and to list the specific goals .

and objectives which were to be achieved by the project. - *

.

The second major area of a report should deal with the development

process. This section should rely heavily on process evaluation data which

* was collected during the project. The reader should be informed of activities

associated with the ‘development of the intervention or treatment for’its

“eventual use with a particulartarget population. It should be indicated how

particular materials were selected or developed and how a particular training

program was designed, formatively tried out, and revised if necessary. .
Third, an explicit description. of the evaluation design employed in the

istudy ihould be made. It should inclyde a complete description of the

[} . . 59
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- s -

- participants,as well as ";‘_h,é treatment or intervention provi_de_a to them.

- Consideration Shotild bg‘g_@:n to such questions as: What was the nature of
administered? How long was the treatment? And .

the treatment? When was i
who administered it? Any:special circumstapces Which” surrounded the
. implementation of the treatment also should be jnclirded in the report.
Fourth, project impact data should be presented. The most critical
feature of this section is to relate impact data directly to the stated goals and
objectives of the project so the reader may determine what was to be
- achieved and whether it was achieved. If an experimental or quasi-
€kperimental design .has been' employed, the design should be clearl;'

Chapter Seven

.identified. Tables of means, standard deviations, and the results of statistical -

_Statistical 'gesi results. . "* ' :
- If the eyaluagion desi%rfisfcomposed of a numbg'i" of criterion measures
%, 'such as the percéntage of ‘persoris who achieved. a: certain -level of. per-

, formance, sthen-each measure, the related objective, the ,mean, and the

test results should be reported as well ‘as a,brief interpretation of- the -
Pl - :

standard deviation of performance with regard to.that measure should be

AR v
i . . T

described. | . . . C e

Y

whenever it is feasible to do so. It is easier for the eye to examine a bar graph
which displays the'mean performance data from & number of groups than it

. is.to interpret the same data in tabular form. If performance repeatedly has
be#n measured over a period.of time, a graph should be made to display the

* changes.in behavior which have occurred. Try to avoid presenting repetitive

tables.of data which you would not be intetesttd in. reading or capable of

.interpreting ‘yourself. . . ‘
Data from various attitude measures present a different type of proble
for the evaluator. Peghaps the most meaningful approach for presenting su¢

_ " data appears in Table 9 which was.excerpted fromthe Oklahoma Report.

P

(Smith, et al., 1976) - s . o .
- In this type of table; the reader can see the exact format of the item and

the'percent of the population responding to each of the various alternatives. .

If two groups were to be compared in terms of,their responses to such a
questionnaire, each of the column@ pearing on the chart in the example
could be subdivided into Group A-and Group B and the percent of each

~ - group's responses could be presented side by siej&for‘comparison purposes.

_ It is sometimes advisable to simply cluster responses to such
questionnaire items into positive,neutral and negative responses and to
.. .deterfne'the number and percent of responses which fall into these-three

categorig’s.

.

The evaluator is faced with a différent %pe of problérﬁ Whén,opep- .

with regard to- a particular

ended responses are solicited from participan

activity. Itis advisable t’o._g?’atggoriz'é the responses and tally the frequéency of ™.
the esponse.which falls in*each category.”Such data:ﬂ\ be presented first ina-

~ sumhiarized data table which displays the fiéquency and percentagé of
. respondents indicating a partiédlar point-of-view in-their frée responses. Second,
. selécted samples can be inserted‘l}o help the reader gain 3 general understanding

of the types of responses whichiwere obtained. - Rk

" The evaluator is encouraged to use graphic forms of data‘gresentation

LI
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- - Asample of this approach appears th Table 10. (Brent, et al., 1976) - N
, @ . - . Table10 o
Glassboro Teacher Attitude Report -
. -~ " Public Schools '
' L 4 -~ Camdén, New Jersey . I
" - Forest Hill Elementary School . T
.oo# ‘\ : Oné.‘b'f the primary values of Precision Ieachiﬁg-‘is,'in -

-my opinion, the daily feedback conc rning a child’s progress

or lack of it on a given math,obiectiy%-_ Previdusly, feedback «
may have Been obtained on a more erratic basis — every
other day, once a week, ety Using the Precision Teaching
. technique of plotting.5cores’on a daily basis, the teacher has

‘ P ‘o aVisual record of a child’s accelesation or deceleration. After -
: ' anaim (goal) has been detesmined, it can be predicted with a
large degree of accuragy how long it will take a child to reach

» the aim set for him. The #Yotting of these points also helps a

g teacher to decide whether or not to move a child to a new
objective, reinforce the skill being worked on, or reteach a

-y particular objective. R :

S

»~

The children "have enjoyed the one minute timings .

. working against time and thernselves. By looking at the six -
. cycle chart; a child can see how he or or she is pgogressing. _ -
“ The child has a specific ajm to strive for and he can compare R
where he isin reldtionship to the aim set for him. ’ e

* By returning the one minute timing sheets to the -

. children, the g@ildren can see what error§,they made ahd

wI:E'ch facts or problems need to be improved. | -

. Originally, the entireclass started on the same practice
~ sheet. Very quickly, the vari learning rates of the ‘children
became evident and groups dtichildren have been rhoved to
sheets that best fit their needs. Since the teaghing goal is
individualization, the stigma of the slow learnetr whose rate
of learning is quite different from that-pf the average or
better student will be removed since fhe child will be
working at the level suited for him — not the class. '

©n

) o A .
-’ Ellen’ Griffith
.. Fourth Grade Teacher . N
) : s y ,
4 . . .
Discussing Evaluation Outcomes e .
“non C :
. In a typical research project, the investigator summarizes: research

findings in the discussion section and then interprets those findings relative

to the theory or problem which resulted in the initiation of the project.

Future resedrch.which might be conducted as a résult of these findings is
L) . .

- : 3
“ . .

=
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then discussedwThe discussion section of an evaluation report should in-

clude many of thesesame points. For example, the evaluator should quickly

‘.summarize goals and objectives of the project and the extent to which the

v -impact data indicate these have been achieved. Any impact which the

’ lementation process of the particular prdject had on the results can then

l&lscussed Certain changes and.decisions made during the project could

be responsible for the achievement or nonachlevement of partlcular prdject

goals N

“It is important to note that the evaluator has the opportunity, if not the

obligation, to discuss observations about the project results which cannot be

substantlated by data. This type discussion should be clearly identified as

« non-data-based sets of observations but ories which seem to the evaluator tobe .
ry contnbutlng factors-to the project outcomes.

. The final component of . the discussion could be recommendations
‘relative to future implementations of the project materials or procedures.
.These recommendations could be based upon both the process and the

’-‘-".'impact evaluation data as well as the consensys of experienced project
personnel. The intent of this section is to pvrovide"brospective users with the
greatest amount of information possible to increase the probability of their

_ success wn[,h particular project materials.and procedures.

It is quite appropriate to include, with an evaluation report, copies of all
the data gathering instruments which were used in the study as well as
detailed ‘data on particular instruments which may be of interest to the
reader These documents should appear in the appendix of the report.

b}

Writing for Different Auduences

The report’ format which has been discussed in thlS chapter includes the
common compénents found in almost any evaluation report. Particular
»  agencies may require details on particular topics beyond those which have been

discussed- above, and some components included here may be completely -
omitted from the required agency reports. However, this format represents a

- re|atively general approach to %he reporting of evaluation data.
’% i Several s estions can be made relative to additional types of reports
which may. be necessary for different target audiences. For example, if an
evaluatlon report has’become lengthy, i.e., 30 pages or more, the evaluatdr
may want to develop an executive summary which would appear as the first
two pages of the report. An executive summary is mtended to convey
quickly-and clearly the nature of the problem, the goals and objectives of the
project, the treatments which have been administered, and the findings of
.~the impact of the interventions. The reader of an executive summary should
" *be able to understand in a general way the specifics of the project which will .
appear ‘on succeedmg pages of the reoort. S

1

. The evaluator also should be sensitive to the need for special
'?descrjptlons of project findings for other audiences. If a report were to be
prepared for dnstnbutlon to parents whose children participated in a project,
the gengral ‘evaluation report might be significantly modified for this use. For
‘ example, the detailed description of the preparation of project activities and
|mplementat|on of the procedures and programs rhay be briefly summarized,
while the overall problem and the impact obtained are glven,n*nlxch greater

L

‘ v
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’

prominence in the report. In addition, technical terms should be explained in
greater detail or avoided altogether in the report. Similar types of ad-
justments could be made for other special. groups. : .
As a final comment, it should be noted that there is usuany an invérse
relationship between’ the size of the report and the probability that that
report will be read. The evaluator is thus caught in the dilemma of at-
tempting to presentedcomplete and thorough presentation of the project
and its impact, and. the likelihood that a thorough, detailed report is less
likely to be read. Thus, the evaluator must sometimes compromise between
these two extremes in an attempt to present the best possible report in the
smallest numberof words. Whatever the compromise, the report should be
written in a clear, lucid manner and use an interesting and informativé style.

v

In this chdpter, the necesaity for clear, precise and targeted reporting of
project outcomes -has Been stressed. Such a report should include the
background; goals and objectives of the project. The. procedures used .to

develop project materials and procedures should be presented; as well as a s
clear description of the evaluation desigh* and the dependent variables ag;
indicators of project success. Care should be given to effectively display the

project impact data in such a way that it can quickly and easily be un-
derstood by the reader. Effective discussion of the results can help to further
clarify the meaning of the results. In ‘préparing the project report, the
evaluator should be aware of the interests and capabilities of potential
readers, and prepare two or more different reports if necessary.

e
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"the San Jose Teacher Corps project.

CHAPTER Vi 30

’ .

IMPACT

'PROBLEMS AND 1ssi
" EVALUATION

5 -

Tt e - ? o

In preceeding chapters a number of techniques and procedures has )
been discussed which may be helpful to both the evaluator and project
director in formulating a.plan for assessing the impact of a project and the
processes within the project resulting in that impact. At various points, issues
have been touched upon that will affect the evaluation. Some of tHIese issues
are clear and have apparent solutions. In this chapter major issues which will
confront both the evaluator and the project director will be presented. These
problems are emphasized not because the solutions are readily available, but
rather to sensitize the evaluator and project director to them. The problems
will be-discussed within three general categories: problems which dea] with
substantive issues of the evaluation process itself; the geéneral role of the
evaluator within the project; and the organization of project communication
and its' effect on evaluation activities. -

’

Perhaps. the most vital issue faced by an evaluator who attempts to
substantiate the impact of a project on a particular target population is the
questipn of the generalizability of the evaluation findings. While the findings
might not be questioned relative to the particular time, place, and group of
people who were affected by the project, the question remains whether these
same effects can be obtaired with another population.

Traditionally, experimental designs have been established to determine
the probability that outcomes of research projects are attributable to
chance, or whether the differences which are obtained as a result of the

-study are in fact true differences which exist between the group who

received the treatmgnt and the group who did not. However, as has been

_indicated, often it is not possible to employ a true experimental design in an- .
educational project; theretore, the evaluator is automatically relinquishing some

degree of generalizability of the evaluation findings. -

There are at least two major factors which influence the lack of
generalizability of results. The first is the intermingling of effects of various
components of the project. Such a situation is described in this excerpt from .

.+ Our measurgment of the impact of unanticipated ac-

* tivities that havh&? prung up in response to requests of
teachers and par will not be as .complete as our
measurement of effects of training. It would be very difficult .
to parcel out the effects of recreation programs or special *
interest classes on pupil learning, for example. RES
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. . We can collect overall measures of changes in pupil

' attitudes toward school and toward each other by such
simple devices as r%ing numbers of absences and fights on
the playground. Chahges of this typé cannot be related to a
"specific project activity, but can indicate an impact of the
project as a whole. (Morine-Dershimer; et al., 1976)

The San Jose project is a good example of a large scale treatment which

has many components that interact in affecting the same target population.

Given such interactive conditions, it is almost impossible to isolate the exact

causes of differences observed on pretest/posttest type measures. Various

types of correlation and multiple regression techniques can be applied to:the

data in an effort to determine the relative contributions of the various

factors_to the observed outcemes. However such tecniques do not identify

causes and in some instances may even produce misleading interpretations.

The second confounding factor is the unique’nature of people who work

on a particular project. It becomes questionable whether these persons

. could be replicated with another population and whether the outcomes are

dependent upon the Bnique characteristics of the major contributors to the

N project. This is not an unreasonable question since many _projects hire,

" persons with unique and special capabilities to implement:an. intervention

 which is related to their particular skills. If another grou;fw‘_ﬂre to try to

implement the same type of project, it would be questionable whether they

would have comparable skills and\i.r::ights to the persons who originally
implemented the project. : _

While most evaluation studies cannot .solve these problems, it is
possible to describe in detail the processes used to implement the in-
tervention, theskills of personnel available, and the project outcomes. If this
information is present, it will be increasingly possible for other educators ‘to
replicate the study and produce similar outcomes. It would appear that the
most substantial evidence concerning generalizability of results will come
through actual replications of project findings. The project evaluator can
assist in the achievement of this goal through careful documentation of the
instruments and procedures which are used to implement the project.

There are a number of other issues which must also be faced by the
evaluator. One of these is the establishment of a realistic evaluation plan.
Often the evaluator cannot control those factors believed to be critical to
the establishment of a true experimental design. It is clear that the evaluator .
must bend with circumstances which are present in the project byt not
compromise the integrity of the evaluation. Realistic control groups must be

.. established in the attempt to work with intact student populations. Various
- quasi-experimental designs are available for use in these circumstances (see
particularly -the chaper titled “Designing Summative Studies at the Local

Level” by Peter W. Airasian in the book Evaluation and Education, edited by
W.J. Popham, 1974). In addition, the evaluator should not overlook the
possible uses of the criterion-referenced evaiuaeidrrdesigns in the absence of

the feasibility of other designs. < : ' .
The evaluator must be sensitive to and prepared for a change in project

objectives during the “Course of the.project. Occasionally feedback is -

. received by projectpersonnel which results in the redirection of parts of the - -

" ., projectin order to be more responsive to the needs of the target population.

a
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". called “cohorts.”

- modify them to refl e :
- - the'life of the.projéct, it.is not u_ngasoﬁable*og

e ‘to be mgdsured at the conclusion,of the project..

Do s .assessing outcomes basell upoKy very- snfall’ sarfifl
.population. When.a pfoject is focus rstudent out¢

7.7 of students ‘affected is usually large e
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While a well conceived needs assessment prior to the definition of the
"project might have prevented major changes from occurring, it still must be
resolved if it does occur. The evaluator should be prepared to modify an
.evaluation. design and‘ to redesign and implement new evaluation in-
struments that are responsive to changing goals,  + :
Another issue which may face the evaluator is the assessment of long
term goals. Examination of many projects’ goals. indicatés that years and
years of testing and observation would be required to adequately test
whether they have been achieved. Since each project has a limited life, it is.
usually not. possible to assess long term outcomes. Rdther than ignoring * ..
these outcomes, the evaluator can identify particular varjablés that predict
future performance. An obvious example of this type measufre ig the ‘use of
course grades in junior high- school to predict academi%performarice'-i o
senior high school.” The project goal may be directed toward long téf & # &
learning.success as represented by successful graduation from:high school, - *
- However, since a project might not follow students through their high school *
years, junior high school grades may be used as a relative indicator of ;ft]fUrg
‘academic success. Other indicators of asimilar nature.may be identlfied and
used as predictors of future success: . . GO ) ‘
~“In order to carry out long term research it is ithportant to create a.
carefully defined data base which contains information oveta nymber of. *+ * "%
“years for, a particular set of students,.The Michigan. State Teacher Corps '
project has created a data base which ingludésscores_fog,grqus of students

- - , oy IR 2 .
S The data base is composed of six separate ¢chorts of
elementary grade students. The first’ of ‘these cohorts Js o JE
composed of students who, in May of 1975, werg in the sixth-- | " R

‘grade. When those students graduate from high'school, thegf S

- will be the class of 1981 They have been designated as, " ®
cohort 1981 (C1981). Thdse- children completing fifth gradey, -

" in 1975 were designated ‘as cohort. 1982 ‘é: i3, the year
their ctass will graduate from high school. E3 gther |
remaihing.cohorts were named in a similar. | '
cohort 1986, those, children incthe first grady
spring of 1928 the data“base will -contajg#

.".-. elementary schoo! performance.on; t
" 2. 4988, ahd C1984. Such data.will pr !
" pottunity 'tpgst.uc,fythegrdwt‘}\\rin.e_acl‘riev '
, 5ix years bf schooling. (Byers, 1976), - 3%,
Y 2 T2
. An'alteraative %pgnioach-tp evaluating lorf ecl
ect-only those things which cEoMRYA

godls is to 7" L]

o devélop long.
¢ as specificegoals. -

ra'nge~goqfsca§‘_a_'sc_‘>urc'eéf motivatioh and directio®
‘of Plarge project,
fron_’the target”
-dmes, the population

H that résy[‘%\:an be generalized to .~ -

- 7 Arr additiopal, problem \%hich may face the Evalg
€ Ao
. oy i
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<SapS: A simflar approach could be used to detefifigagithe traiping of a-single . -

. " teacher had a significant effect ‘on a grqiip of Jents. The treatment might
*6,"‘ be somé¢’special materials studjed by thee3eRds to improve her instruction
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similar students. However, when a special interveri{
with one student at a time or a very small hyi
" :problem becomes more difficult. A similar propler
a teacher training program -if individualized-jig
.made available -to teachers so they .could sgls
according to their interests and abilities. It wou
would select the exact sequence of modules t%
for each ‘teacher would be different. :

H]

3

~
e d

, Timé series_analysis,) quasi-experimeHtalgeiign fechnique descried
by .Campbell and Stanley (T963), can be usgwvhen there is only one’par-
ticipant in the impact study and no control g B can be established. A time
series design requires that several observatiog br measures be taken prior to
the intervention treatment. After théi:sfa tment, another series .of
‘measurements is taken. The design ‘can’be’¢tiglented 4 . &

.09 0y 03 04 "%

L
&
g et
I

In the diagram,: each ‘0" represents. a, #h-meéssire of "some type of
behavior and X represents the interventi patmte b

. This design can be applied when'%
-one teacher or one'student. For exa mre
difficulties with a particular student. OHse

¥dolied to only

iERer were having

wit Hse g made once a

week for four weeks to determine the;

exhibited by-the-chilld. Th téacher could
‘the use of "behawitr fnodification. techriciige. o :

change the behavior of the-chi ‘Observatiths iyae s s

"number of ‘weeks to determine if the fr"ecju_ta{pgy o
* ’ ! B AN

\’

g everal occasions: prior to
itiphdl tests would be ad-
Sequent to the training‘and yse of

w2170 mathematics skills. Students would:

il the~tra_'q'p’in'g of .the teacher. Thenis

" ministered over a period of two w.

“the techniques. - A 5 3 . SR :

.. In both'examples described Jbgs e major purpose of the design is to

i ' detect changes in Behavior subse e t to the administration of ‘@ particular

. treatgent ‘It js critical that a numbgi of ohservations are taken both prior to
%}owihg'thegtreatmgnt to t

o ce the likelihood. that any observed
change is,due to the co-occiirance of some othér evént: _The “evaluator
should nofe that causality can. not be inferred from this design ‘because there
is n¥control grogip with whichto compare outcomes:However, the multiple
me urq'me'ritsé?;?beh’a\‘/io gnds to redirte the possibility’ of a false in-
terpretation of the outco . g et

THe data from such a. .an easily be plotted on graph” paper to
depict thd pretréatment :and.posttreatment performance on, the dependent
variable. Quite'@)f&,e'm there’will be.a visually significant effect. However,
there are certaig problems in appffirig
data for-qn“alyS’f&.‘,Campbell and 3§

X .,
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A

(1963') agdress this problem, and

standard statistical téchniques to the -
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more recent developments are described by'.Box and Jenkins (1970)’and '

Glass, Willson, and Gottman (1975).
Certalnly_other.pm lems_than those dlscussed here will emerge on a

. project, but those*which$have been discussed should highlight the types of
problems that cap apd*do’ anse and some pOSSlble alternatives, wh:ch are ..

ﬁusually aware of the Yole of a project irector,

Praject staff iy
e&a Zpecialist, and perhaps even the evaluatlon

content specialist,

specialist. Most perceptions of evaluators are that they are personnel who

design or administer tests to determine whethe_r the project is successful. The
role is seen as a behind-the-scenes or external role to the project. The

_-evaluator must actively seek to change these perceptions.

Hopefully, evaluators can convince the project director.and other staff

“personnel that they’can be of greater service to'the project if they are

considered as internal contributing members of the project team. One

common reaction to such a role is that the evaluator is not knowledgable.

about the intetvention strategies, which are being employed on the project

- and, therefore, can be of no help in their I‘nplementatlon It is incumbent

upon the evaluator to become familiar with the intervention strategies and
the kinds of process evaluation mformatlon WhICh will be helpful to project
personnel.

Perhaps the most significant step which the aluator can take in role
definition is to provide feedback data to the ptoject director and staff
relative to project progress. It is important that these data not imply
judgments of worth concerning the activities but rather that it be descriptive
of achievements and nonachievements. It is the responsibility of the project
director and staff to use these data to make changes that seem appropriate.
The extent to which the evaluator can contribute to the success of others on
a project will determine, in part, the extent of his own success.

" The External Evaluator

. While it has@ﬁ the thesis of this monograph that tge most effective
role for the -evaluator is as an integral member of the project team, the
question can be raised about the objectivity of such an evaluator. The an-
swer to this question has been, for a number of funding agencies, the em:
ployment of an external evaluator. This pefson has no affiliation with the
project but rather repor;) directly to the funding agency. 22

The major functiop<of the external evaluator is to verify the progress of

the project and the firfdings which have been reported. This is quite“a new -

role, and one which is not yet well defined. Typically*the external evaluator
is interested in both the process and the impact created by the project. His
activities closely resemble those of an auditor who verifies the accuracy of
reported data. Thus the external evaluator rarely collects “new raw data” on
a project, but rather examines existing data for accuracy.

" There are three major advantage,s to a project to be revnewed by an

,ext'ernak’evaluator The first is that the evaluator will substantiate the find-

ings to date and verify them to thé fupding agency. This adds 9bvnous

. . 3
.

\



O

ERIC

Aruitoxt provided by Eic:

‘ ) : R T

e . : SraL e tha S &

70 3 - . ’ . 'd R ;.nler_: Eight 4
credibility to the findings. Of greater importance, h ver, is the Yikelihood

that the evaluator will identify problems which h 'gone undetécted, by

. project personnel. Through discussions with a variety of staff and users, the
" = ' external evaluator can gain a unique:perspective on the project and provide :

' insight into difficulties. The third advantage of thi3 review is that ‘'often the

external evaluator can informally suggest alternative solutions which might

not .otherwise have been considered. o .
i In a very direct sense, the presence of dn.external evaluator produces.
“.+. the sameé concerns that. formally were felt toward the project evaluator.

. .y However,’if the project is progressing according:to the proposed plap, then

"+ “thereview by the external evaluator can be quite beneficial.
o AN A o -
Project Organizatigy o I

Y

B . . Lo, .

It is not unusual for the organization of school-based innovative
projects to becomeé quite complex,-Often these projects ‘involve campus-
based university professors, external ,agencies, “regional laboratories or

. _ -consultants, school administrators, teachers, and studeégs. Such projects are

-+ ~® usaally conceptualized and the. proposal devéloped by a small number of

people, while those whowiill be most affected by the project will have little

or nothing to do with either its. planning or fﬁhdinE. Disinterest or actual
resentment are often the fesult of this situation. S ' .

In order to avoid negative ‘initial reactions’ from particigants, the
evaluator is urged to consider a needs assessment protes; at the beginning of
-the project, either prior to immeédiately -after funtling, which will involve .
all the members of the affefted groups. This "buying in” will significantly .
affect.their perception. of the project and their cooperative participation in

it : } . o

_Communication

Communication presents another area of concern which’ig documented
here from a Teacher Corps project. :

Channels for communication about aspects of the
--project are unclear. The project .is very complex, and un-
dertakings must be approved at several levels h(_a“fore ap-
proval is granted. fFhis can lead to frustration, particularly
since .time for approval-granting' may be very, long, and -
work/study teams meet at most twice monthly. For example, ; '
a work/study team may wish to conduct an interest survey 3%
' among parents. The group may want to coordiate its survey '
- with that of another group whose concerns may be similar,

- such @s the bilingual education and multi-cultural education
work/study teams. The Evaluation U_rfit would have to be
consulted about developing and administering the survey,
but the survey also would have to be approved by the Hoover
administration and the Project Steering Committee. Ap-
proval to spend money would have to obtained from the
Assistant Director, and allocation of costs for data analysis
decided- among the involved work/study téams and the

"evaluation unit. (Berke, 1976) -

!
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All communication,is certainly not the responsitfility of the evaluatér.”
There is no question that the evaluation process will be significantly affected
by the quality of the communication within the organization.

The problem of communication s - often’ ‘accompanied by the

questioning of authority. With so many different people involved in. an

. innovative project, it is not unusual for the question of who is really in
charge to arise. Is it the project director, as indicated in the proposal? Is it the - -
school principal or another school administrator? Or is the_periodic .consultant "o
who comes in to help plan? Unless there is a clear indication of authority, the rolé
of the evaluator will be hampered. The. extent to which these issues can be
addressed early in the project will determine the extent to which_they can be
minimized ‘as problems later on.” - . ot - T

. ’ Q :

: - ST L N :
Summary i L s : % N
X i

The reader could have the feeling after completmg this chapter that the o
_ project evaluator has a nearly irpossible task and, in one sense, that per- ..
ception is accurate. The evaluator will face many difficult issues relative to -
conducting the evaluation as welk as problems related to simply establishing
arole within the project and functiinipg within its organizational stfucture.
However, it is-hoped that the issués-taised in this chapter will alert the
project director and evalyator to problems which have occurred in the past .
and to possible solutions ‘which cap be implemented through' cognizance of
these issues. Plans can be made and steps can be. taken to avoid many of T
these problems if sufficient forethought and concern are addressed to them.
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- FUTURE TRENDS IN"éVGALU'ATIDON

. It has been the intent of this book to suggest a number of procedures .

and techniques which can’ be used by a project evaluator to measure the
impact of a project. In addition, the role of the project evaluator as an active
member of the project team has been emphasized through the importance'
of process evaluation. If there are to be reputable and exportable results

. from projects which can be shared with others, it primarily will be because

careftll process and impact evaluations’have been carried out.
Itis a strong statement to say that the replicability and exportability of a

-project depends heavily upon the evaluation process. However, consider the

.tangible remains of a project atter it has been completed. These remains
include the report of. procedures which were used in the project, any
products that were produced or collected by the project staff, and a report of

_the results obtained using these procedures and products. - 1

The project evaluator is involved with all three of these components.

-

The evaluator,is involved in the documentation process as a team member -

who participates in intervention planning activities, as a member who
determines the best possible procedures to assess and-evaluate interventions

- and as the member who continually.relates intervention- activities to objectives

and ‘outcomes. . L :
‘Teamworkis required for effective project documentation on a large

‘project with mukiple objectives and interventions. Personnel involved in

planning and providing: a particular activity also should produce a report
which includes a thorough description of the objectives, the program, and
the target audience. They also could provide a brief description of who
participated and when the activity occurred. The evaluator then can analyze
these reports along with "hel*‘quantita_t'iv,‘e data to provide formative and
summative/information on @¥Ch activity to 'staff members as agreed. That
information could relate to: need and timetiness; performance and/or at-

- titude change in the tajget population; compatability with overall goalsg « - '
compatability with speclfic objectives; or any other formation that could -

VA

- evalyation occur at the same time or are overlapping in time. In

help project members assess their work on a partic_ij']'a}"léttjﬁiit'y and assess the
progress of the project.in general: As this docomentation:infgrmation builds
for each- activity, evidence concerning the growth.and effecti®eness of the
Pject is created. This information will prove to Be-a valuable fesourge for

linformation required in’interim and final reppr_ts;:c'o_qcefrvniﬁ:g overall p'kl;gject '

impact. - . :

It is the role of the evalator to execute the formative evaluation of ¥

any ipstructional -materials which have been” developed and-to provide
authors with information so the materials can'be improved. -, .~ - .

It is the role of the evaluator to design, copduct, analyze, and repdrt the
quantitative tesults of the impact. evaluation. As . can be seen from these
descriptions, many of the evaluator's .activities in process ‘and impact
ditios,
they” require the continyal assistance and cogperation of other: team

members. - - , RN ; - 2
: vz ST
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A

vy
CIearIy the role of the evaluator is an important one and one which,
when overlooked, results in a project in ,which appropriate evaluatlon
technlques have been totally absent or inappropriately applied. Only one
example needs to,be presented to make th;s point. The University of Oregon
Teacher Corps project planned to survey exnstnng performance—based teacher.
_education instructional modules and to select and use in their projéct those
"which had been clearly validated for th&} effectiveness. At.the outset, the
staff identified 401 available modules; however, they were able to obtain
only 225 of thase identified. Even then their troubles were not over.
" Some of thelr addltronal dlfflcultues ‘are indicated below:
. L
Some of the traunnng packages proved very difficult to
.understand. We could not figure out how they worked, that
is, how the various parts of the training packagé related to
each other, what the sequence of training:activities was, '
whether a coordinator was ‘necessary, the number of hodrs
required, etc. It would. have heIped, greatly; although the cost
“would be prohibitive, to invite the developers of each
package (or their re‘presentatlves) to visit our project and
demonstrate the tralnlng process. - o . s

. Our most d|ff|cult-problem in Phase ‘1 was obtamlng .
evaluation reports relating to the materials’ effectiveness. ‘
 These "fugitive” documents seldom are published and’ in-
stead must be obtained directly from the developer. Also,
developers sometimes claim that their materials have been
evaluated when what they mean js that the materials were
. tried out in a small-sgale field test in which impressionistic
" data were collected. It appears that relatively few rqatenals
— of the hundreds which have been catalogued — "have'
been -subjected to rigorous 5ummat|ve evaluation. (Gall, et .
) 1976) .

The Oregon project is an example of a thorOugh attempt to identify -
innovative instructional materials which had undergone effective formative
» and summative evaluation. Their findings are a resoundlng condemnation of.
the evaluation activities which have taken place. on innovative - prolects to

date.”
The impossibility of contlnulng to recelve funds’ from federal agencres

without including effective evalyation techniques for a project-would seem :

_to be clear. Agengies are currently under pressure to support, prolects which -
agree to engage in wise pIannlng, thorough documentation, and evaluation. *
In essence, the agencies have -an investment in the projeets they fupda.If .,

. projects are to continue to be funded, then accountablllty Mmust icrease.

A second and equally important reason for careful and thorough

. evaluation of innovative projects is the ‘requirement of acdountablllty in- " ¢
“forimation when requests are made‘for continued support of these pI‘OJECtS at

. the local level. The policy for Title 11l projects within the Elémentary +gnd
‘Secondary Education {Act has been that at the end of three years, iocai
‘education agencies were required to begin to support the continuation’ of

:+ the pro;ect This trans(tnon would be most dlffncult wnthout evidence con-

a‘i’}n o e
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cernrng the growth rogress"‘nd e}fedlveness of the project. lt is apolrtlcal
reality- that if sch l; boards are to:allocate funds for the continuation of
“innovative ‘projects they should“have carefully documented evidence -
concerning the |mpact of tl':ose projects beYore e‘gmmlttrng scarce local
fUndS v Nt % . . I

A third and perhaps more ‘appealing feason for engaging in exterfsrve
project evaludtion is the professional .obligation of educatdrs to share the
-outcomes of research and development efforts. It is clear that evaluation is ..
.an extensive process, not just in terms of hiring a person, but alsg,in tefms of,
the materials and supplies- that are involved. In addition, extensive tifhe
commitments are required of all project -staff as well.as members of the,
population who are being affected by the project. Numerous hours: are
requnred to complete testing instruments, attitude surve\ls and question:

. naires, as well as analyzrng the documentatron of meetings, decrslons and

other interventions in the prolect

Consider the situation in which a project ] has not been evaluated andi_.

documented. Such a project would essentially mvolve a group of edutidtors ° .
who plan and implément a set of activities with a group of teachers and
_students. At the conclusion” of the activity, the project is finished. Cost

" analyses of\thrs type project have indicated that pethaps hundreds or even =
. théusands of dollars were spent on the few perso (l o were affected by the. -
n;. t

program. Without documentation and evaluati here is no carry over
benefit, for students or teachers who did not partiCipate in’ the project. Such'
large financial investments ifi individual teachersand students can hardly be
_justified by governmental agencies. Therefore, project personnel hdve the

obligation, upon receipt of the prolect to evaluate their efforts and to share "

their findings*with others.
" It may be asked whether the role of the evaluator will become easier or .

more difficult in the future. Preser.t trends$ suggest ‘that the role will become -

better understood and accepted. It is likely that.more and more' ptoject
. personnel will be receptive to the contributions made by evaluators and
accept their efforts as an integral part of project activities. In particular,
progess evaluation techniqués will be better understood dnd accepted in
terms _of their critical contribution to the guidance of, the project. Ad-
d|t|onally, formmative evaluation will be recognlzed as a crltlcal component,
of the materials development process.

1t is likely that in the years to-come educational agencues wrll benefrt

from joint efforts. \g‘hrthﬂwrl{g‘beneflt all the- agencies involved. As these
working relatlons}ﬂp_"ar
~ gnd evaluate’ prdlec__’\

' ) take place a2 number - of new processes and
. impact evaluatrQﬁ‘%‘fra ﬁ%ﬂmll be’ deveI0ped ‘and implemented. Many of,
the unsolved prof) d isfTes which have been d|sCUssed n ‘these
chapte;'s. will in fact be resolved % o .
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GOALS OF THE PROJECT

. L A k) .
The project has as its research “adaptation, goal the ‘application of a
theoreticallyderivéd fodel for needs assessmgnt.and change adoptién. The
model specifically ‘se_le_cted.for-'appfica‘tipn@h’e ‘Florida Assessment and
Diffusion System Madel. (FADS)." It ‘was“devefopd in' an R&D project at:
Florida State Universjty by a team of 'Jprqf_e;gog #bpresenting a variety of
disciplines. . o ’ T
_ The FADS model has been modified for use in a public school setting to
«* assess the information needs of teacher education decision makers 'and to
increase the probability that those decision makers would make appropriate
use of research- and development findings and products. Success-in im-
plementing the model jn a publjc school setting will require,interaction antd
cooperatién among el participating members, of the dbmmunity .which
inclydes the Florida State Department of Education, FSU, FAMU, the Leon
County .Teacher Education Center, and Leon County school personnel. In-.
teraction among préfessional educators at thesé varying JeVels should ip-
crease the variety of  respurces available ‘to eacly “institution and impr(g/‘e
. - general educationalfiractices in the commugity at all levels.

Fa .
In addition to theimaijor goal of implementing and monitoring the use of

.

+ - the FADS'model, there are several other goals for the‘-ﬁroject. T_heylinclu’de:v'? ‘

1. Facilitating the task of identifying :)'ri‘o'rity teacher traiging and
retraining, and- delivering neceary solutions. .
. 2. Designing andfiemonstrating a research-based alterndlive form. of
. # teacher -education. N S v . o
3. . Improving, classroom in&;ructign in, local gyblic schools ‘and teacher
.~ educatiof programs. - P : B
4. ®roducing. positive changes”in community attitudes toward the
. school 'and increasing a)mrmmity p?r-ricipation in school-related
B activitiesy . . . ) o

.- .

(S -« ' ,
TR Yy e II?EATMENT!NTE_RV‘ENTION
A '
identified uétaSk forces. Sitg-centered and campus-based instruction make up
the instruétional component. Faculty members from both FSU and FAMU
awork with teachd® and Beacher Corps interns in various workshops and
~other instructional activities identified as desirable through the needs -
. assessthent activities of-Riley School.teachers and administrators, faculty
#: from FSU. and-FAMU, p&son_nel from, the Leon County Teéacher. Education
. Center and support personnel from Teacher Corps. :

More gpecifically, instructional programs through the summer and "'

school year include the following areas: (a) community/social action;- (b)
inteﬂ;erson'hl skills; (c) research consummption; (d) interpreting and using
results of diagnostic tests for lesson planning;.(e) instrdctional design,
didgnosis, and prescription; (f) needs analysis technigues for the classréom
- ahd school; (g) generic classroom teachiﬁg skills;.(h) knowledge and skills in

. P .
- ' . .
e R . . . .
: a2 . : . :
. oo . . .

f . . ,

o .- . #-.._V .
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Treatments intlude both formal insiru,ction and applied team work in -
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Jvarious mstructronal models (Bruner, Taba, Rogers, etc ); (|) currlculum
“related skills (math jcience, etc.); and (j) communlcatron techniques: with
students, parents, ‘peers, admihrstrators and commumty members '
T 2 . N
,’f‘

Lo TARGET POPULATION

L
. There are several target populatuqns t6 be affecteﬁo'ugh the prolectn
The overall goal %f interaction and mtegﬁlon of var members of the,*
. Leon County education.community has a¥ts target.pop t,ro he Florida " C
4 State Department of ‘Education, thie Colleges of :Educatiof¥atyForida State -
" University and .Florida Agrrcultural and Mechanical Univérs
County School System and'the Leon County' Teacher Educatiof
r}{lley Elementary Schogl is the school site iy which the
" model is being applied. |nterface. among: the various corﬁponen
educagion‘community in Tallahassee takes place at the<school site. . g
Specific target’ audlenc’gs for specific goals |nclude (a) students d
- School; (b) classroom teachers at, “}( 4
- Riley School; (d) Teacher Corps staiig
*. & (f).the instructional faculty and ad ks
2 4of FSU and FAMU/gnd (g) the Léon Caiyty:

*

- .
‘-

_ '?- o SUCCESSIN@I

target populatlon The types of mdlcato
summarlzed here.

aSludents o

s Success mdlcators which haV&wbé_ _
gssessmg Riley School students’ -growth: wcia

* scores, indices of self- -concepts;indices of interesty,
_ observations, and teacher’s obServatrons of’ tﬂdgh

» Wy

- Teacher Corps Interns

s

for
_.mance achrevementg
a%tqndance cwnsders S
behawor LT

" Success indjgators. td‘be used in assessxng lrfterhs‘ pegformanee mclude e
course grades, * Iassrogf acher ratrngs of interas™ rforiance " pn i
specified oblectrves’Té erCorps -saff ratings of inte fis’ pufo?rnanceon

" specified oblectlves am vat|0n lhdex,,perforrttance’ n'generlc téachmg"'
skills, intern interests, ? jectives. status, QOgnumcatlon intgraction ¢ .,';‘._.-_.“
patterns, teaching pro ; tt '

initiated and carned fb?b'ugh”
g

gance recofds and-.an "actlvmes .
« U S
: St 4

. v
.. R

. )
mclude.s c]a§sroom teachel’s the cﬁ%lor and-.
achers aides,. and’ school admnms ors. in-"
— st i Srvice act|v1t|es wrgh ’thi group -include: . atr %
"+ tendance Aa nnservrce actlvmes ideas inftiated an carrred through as .
, assigned - ¥ Sk Force groups; obsérvations “of classroom t& jng per- * -
formance observatrorfs of: facrlrtatmg?‘ awor f8{ schoo gpals and . ., 1

L

Q
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R ;’pro;ects voluntary attendanc&)at school actwmes, partncupatlop ‘in 'Task

W g )
‘& ‘ . ‘ ' ' : R
o wppmmtcss o n _ R

‘ Ky

-

A

-

. schoot functions. and activitie

)

. +children. in -attendance. ‘Success ’mdu;ators

; ;‘volunteer program; responsw’eness to'schoel needs’a ,r.éque attenda .
'and partncxpatlon inthe R|Iey School Comﬁ‘mmty cilm_ ude and R g

Group meetlngs partICIpatlon in Coun lnsermce Activitiés; par{lcvpatlon in
-‘courses at FSU and FAMU; and per |ons.descr|bed thr yughinventories -

" such as interest, motlvatlon teachlng skllls chsSroom@adnces and’ m- :

teractlon patterns

Teacher Corps Staff

" The Teache: .Corps staff inc d e’ dlrectoL evaluator feseaz;:h"r'
specialist, mstructronql faculty from'F U and FAMU the site coordlnator o
community ‘coardinator, the team T e%der infesns, and’ secretanes These- PEERE
people are ‘charged. wnt‘h varied responsnbahtleﬁ and tasks”” Indicafots of ./ &
success among thlS'grOUp |nclude entijfied needs ‘ot R‘qley School per- ‘:"~, :
. sonnel; solutions from research an¥ evelopment to meet, logally. ldent1ﬁed '
needs inservice actlvmes planned_and delivered toPnjeet |dentlf|ed needs, - _
ratings by Riley School staff com:ernlng é‘l effectlvenessfas resource. .
personmel for identified school - ﬁ‘nﬁcommumty problems,,attendance at” N

s;~faciitation Tof communlcatldn among
various levels of - educators " in theg, focal educé‘txonal _Gomrpunity, '
- docurmentation and assessment - cg- ingervicexactivities - provided: a Riley"

School documentatiop akd assessment of al gacher Corps lnstrut;\f»onal
actwntles at Riley School in Leog ‘and |n natlogaI‘Teach rps .
“activities; documentatuon and assessl'nerll of ongoing .and successfuf‘ehf- A\;\

- fusion of programs and activities gene;ated At Riley*School throligh b . A
“L'eon County inservice proggams and'the geacher e'c'luqaggn prbgrams at F§w N
vand FAMU.. - T s I / . . '

: FRLLIMLY S

Rlley School Commumty Members ARE '.” . il v

e
ats of studelwts i,
do. nothavés
anlude at- .
iin the* school -

: Rlley School communlty mEmbers ,mcl!:d
Ruley School and other members - of - the,

* K
unit a

with - this.
“tendance” at school sponsored activities; participatfon,

mterest inventories. = . ., e

¢ a

.
w o

¥
Preservnce and Inservnce Teacher Trammg;lnsutugpns i &

R Thls group includes the Colleges of Education at FSU an Uandthe = * g
" Leon County Teathergducation Center. lndxcaﬁm f‘su&e ith this group . A

. tivities sponsored by these groups at: Rlley Schoow

" include: InCrEased int

ction amon ducators algwong thes efdfoups;.
“joint-planned inservice ities. |nvo ving all thr’ée in |on¥|derj¢ of :
dlffu5|orf|ntomstruct|on, "rograms of ‘activities, pro s, an knowledge :
".generated through interaction at Riley School, attendance ‘at plq‘med in-

Service activities; and rated effectiveness and rélevance of mseerac-' »

‘ . R T
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R CLASS#Qﬁd{AMDEN'b.RdlEgr;\ SR

&

.-, {project Director and Evaluator  ~ .
4 e S DR ATEL S > .

* Frank ‘G'oodfle_l‘l'oy};r',-b’ir:é;cv',t'éf{',"4‘ ':. R

S

..« Gegrge Brent, Program:Development Specialist and Evaluator
o :'-J.,-ﬁ;(]la’sé%orp. State College/Camden City. Public Schools ‘ _
“+. “#"Tenth Cycle Teacher Corps Proje®¥ == " - .. - - e
- '+ Department . of: Elemdntary. Education . . Co T
- Glassboro State College * .wi*: =7+ .-~ : )
", Glassboro, New Jersey 108028 .. " " - ' \.
i~ Objectives .~ e L
'1. . Teachers will be able:to apply Precision Teaching in‘their classrooms.
"+ -2 Teachers will be atje to teach Precision Teaching to other teachers -
-7+ - and.parents. B SR :
. . 3. Tedchers will be..able to serve as specialists in self-chosen
2 .eduycational areas. . . : , l
- 4. Teachers will be able to advise other teachers in the management
. ~~and edbcation of children .méaming and behavioral problems.
.. 'Desciiption of Research Inte_rvention‘é

.. In keeping with the Tenth Cycle:¥eacher Corps policy of basing each
-project on a research strategy, Glassboro State College and the Camden
» . Public Schools have chosen Precision Teaching as the tool for measuring the
. . performance and learning of childrer, they may be affecting. Encompassed
{in-Precision Teaching are strategies for pinpointing performances for
..continuou$, measure‘m‘ent,. and for a direct measure of leagning. Pinpointing
riwperfor‘m'an_é‘es insures individually-defined curriculum goals for the chiidren.”
gy Sontinuots measurement ajlows learners and teachers to make tapid ‘in-
3N dtructional decisions. The decisions are based on the assessed* amount of
119%’ Aedrning that is occurring for any one pupil. And last, but certainly important,
- ¥Y.is a series of techniques which aliows learning data to'be summarized.
. As stated above, Precision Teaching offers a means for, measuring
' ..learning ditectly. The direct megsure of learning enables the project to
- .. "discover what forms of learning are caused by different types of teaching.
¢ The Classboro-Camden Tenth Cycle Teacher Corps. Project is using the
: . . results of the learning measures to build the content for teacher training. -
Teacher trainers are finding firm positions from data-based decisions to -
share with others. Most important, there is. an accounting:of how the pupils - ~
are growing. When pupils are not learning, it js known to them, to their
t(laac,hers; and to the inserviee trainers immediately. . .
Selecting Precision Teaching as the Classboro-Camden research strategy
was not by chance. Rather, selection of this research strategy was based on
the availability of hard data. These data show distributions of “power” skills
for children. These skills have criteria for syccess and learning measures
. which allow any learner to know where he or she started and where he or she .
. is daily. - . ‘ o .

» I.
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Wnthm the duration of this cycle, the GIassboro-Camderﬁeacher Corps

Pro;ect will ‘be able to share: ) .o ,
' K PR P |
Y, i ‘.

1. what match ob;ectnve sequence works best fdafiven puplls,

- 2. what proficiency levels of performances Wuencses) are best for =

next level objectives, and ‘

o
3. what tool skills are critical for all Ieammg ~ ‘_" o

Descnptlon 'of Target Population-* .

&

Precision Teaching is being adapted in the Forest Hill’ Schoql Forest H|II,

is»located in Camden, New Jersey, and ‘has 16 regular. and®®’ transitional

" classrooms ‘involvéd in the project. Most teachers. are using Precision

Teaching during mathematics instruction, at present, but will expand to
reading during the second year of the project. In addition, the art, gym,
science, library, and musi’c specialists are involved within their subject areas.

Description of Success Indicators

Two types of measuremen} data will be used to evaluate the ef-
-fectiveness of the adaptation of Precision Teaching. The first is the in-
formation dlsplaye;i by the daily records of Precision Teachmg This in-
formation will summarize student learning improvement in each curriculum
area, as well as éffective teaching procedutes and decisions for each student.

3 The second evaluation measure will compare pre- and posttest scores -
on standardized tests given the experimental ‘and control group<students.

The goal of this Teacher Corps Preject -is :to focus classroom

measure{nent into proper perspective as a decmon maklng tool to improve

teaching’ effectlveness ~ .

vz - o

<2
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MICHIGAN STATE UNIVERSITY PROJECT ;o
'LNstnes of project director and evaluator e S -0

Lonnie D. Mcltityre, Co-director, Michigan State University
" Minnie L. Wheeler, Co-director, Lansing School District - - i
_ Joe L. Byers; ProgramrEvaluatién Specialist, Michigan Statg University .

o

".j Office: - 201-G Erickson Hall, Michigén State'Univéi‘%M, L o
A East Lansing, Michigan 48824 T LN :

D ) s DE?CRIPTION Ol-;PRO]ECT GOAL

’ - CN . I

Tenth Cycle Teacher Corps at the'Lansing Sehool District and-Michigan

- §tate'Upiversity has- as its foc,ps thé systematic adaptation of research: fin-
dings on teacher education.”The entire staff of Wainwright Elementary

School —"a local Lansing school — will be involved in this program along
- Wwith a team of teacher educators from MSU:- LT

‘Developmental teams will peruse the .research in the following
. curricular areas: reading, math, multi-citural: education  and - social-

- emotional education. A fifth develgpmental tean; Foundations of Teacher
‘Education, will be investigating “What are the needs of society?” as they.,
reiate to the four curricular areas previously mentioned. The efforts of the
‘Foundations Developniental team will.lead to-a seminar in which, all
“~gembers of Tenth Cycle ]’eacﬁer Corps, "including the Curricular

Developmental team, will be participants. We feel that participation inthis

seminar will insure consistent goals as each developniental team attemptsto . . .

build and adapt new curriculum’ . models based on ‘research findings and

'societal needs. : ' - L
: The membership -of these developmental teams is :comprised of.

©  preservice teachers, inservice teachersand teacher educators — ‘thus, each
team will benefit from the experience of the classroom teacher as well as
input from the research efforts of the teacher educators. These develop-
mental teams began to operate during Fall term, 1975, They will continue
their developmental efforts throughout the school year with the expectation
that curricular adaptations' and instruction will be implemented during”

Winter and Spring terms. -« . .

. Preservice teachers will receive instruction in all four curricular areas
whil€' inservice teachers have the option of receiving instruction in two
curricular areas. All instruction will be provided by MSU, and the classes are
to be taught a Wainwright School; A special roup -of seniors called
"university interns” will relieve the teachers in ot&r" that they may attend

, classes while at the same timé it allows these students to complete their
ic credit is available, and it may be

student teacning requirement. Academ

applied toward a degreé offered at MSU. ) .
ivities during-the second,’year of Tenth Cycle “Teacher Corps will be 1

the same as the first year with the exception that the démon-

ategy will be implemented. Our project views the demonstration

one of three possibilities. — process, product or teadt)ing. Fos

example, a visitor might wish_toe learn how a classroom teacher becomes

activeltyvolved in curriculum ddaptation and revision — a process;

'
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.another. r?nght wish to see a new math tgrrlculum for grade four based on’
research and societal ‘needs — a product; still another might wish to see &
teacher that has been retained,using newly acquired skills based on research
and adapted for her fourth grade math crass — demonstration, teaching In .
addition ﬁo the training arj retraining .components, Tenth Cycle deachér
Corps will also. provrde training for aides and parents ig the same four ;
curricularareas. =
The Community Based Educatlon Component has three malor goals
- —to -orient_Teacher Interns to the com umty,. .
—to familiarize the community with the Pe.acher Corps program 5
" —t0 recruit and develgp community groups desiring tralmng in one or'
all'ef the four curricylar areas offered.
If we are successful in achlevmg the third.goal, i. e, the recruntment ofs
community groups for. training and, in turn, are*able te provnde the t[almng

. in the currgcular areas, then we feel thls*process will have a very posuive

impact-upon some of the children in Wainwright School. It will afso involve
those parert;im a very direct way with the education of their children..

The .Exceptional Child Component will- utilize an individualized ap-’
proach. A MSU faculty member with spectal education training will focus on -
one child with a perceived problem and work with the teacher, the interns,
the team ledder and the clinic professor to build and develop strategies”
based on cusrent research to ameliorate the problem. Smce this project is
housed in o Lh ‘sthool, it will allow more children to receéive individualized.

.help from.a team of educators while at the same time it provides preservice

and inservice teachers with some of the skills for mainstreaming.

Data collection, analysis and evaluation will he,under the direction of a
team of evaluation specnallsts from the Lansing Schdol Gistrict and Michigan
State University. A member from this team will serve on each of the
development teams to insure #hat evaluation actjvities are performed by
trained specialists. Every aspect of Tenth Cycle Teacher Corps is to be
evaluated and seports that document successes as well as failures -will be
made available “through the Research Network "to other Teacher Corps
prolects . B ,

Descnptlon of Research lnterventlon : . o« :
The Mlchlgan State Umversnty l.ansnrt,g1 chool District- Téenth Cycle

. Teacher Corps prdject takes its point ofgeparture for its research in-

tervention from the sense of powerlessness that many teachers seem to have.
in the day to day conduct of their professional lives.- When it comes to
determining what and how to teach, many others (administrators, school

" boards, parents, teacher unions, publnshers university professors) seem to

have much more conttol over crsron-makmg than the individual clagsroom
teachers. The staff of.the ;5.U-LS.D. Teacher -Corps program has
developed an inservice training program apmed ‘at the amelioration of the
feeling of powerlesgress. This intervention, ifsuccessful, will provide the
staff at the target. elemé’htary school in the Lan School District with the '
tec\;nmcal and infellectual skills to make a%se ahd just curriguldr’
development decision, the political skills to affect a ma|or influence on‘

curricular decisions, andthewrlland commitment to use these skills. .,

The ,sense of pow!r]essness just a&verred“ to springs not only from
. X : .

v
?
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. psychological, sociological and political co
- teaching, butin mgny instances to limitations in the content and knowledge
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nstraints placed on teachers and

5. Tof teachers, Witfidut increased knowledge about subject matter -and con-

fidence.ing#ieir competence of such matters,; _ ’
"educatiofal programs”;. i.e., being too absthact. I} has been decided to’

prograrh runs the risk of many

W'

partition’ instruction into four curricular- areasnof concern to elementary. =,

school teachers and to the national Teacher Conss. Fhese four curricular -

areas,are Reading; Mathematics, Social-Emotional Education and Multi-
Cultural Education. if teachers are.to learn to overcome tire sense of «
powerlessness, it is important that ready-made inservice pr,oéf.'gms not be .
. "laid upon them.” Therefore, four curriculum development téams were
‘.., organized during the fall of 1975, one for each of the above-mentioned

curricular areas. Each team consisted of several university faculty members

=+ whose areas of scholarshig. centered'in the subject matter area. In' addition

to tMé teach®r educator, each team had . regular faculty member from the

target elementary school assigned to participate fully in the development of
the_ inservicesinstructional objecti\%/and plans  which- constituted the

Iy

°

. research i_r}tg éntion of the Tenth
K _.) PO

cle MS.U.-L.S.D. Teacher Corps ‘

Programy. ¥ T

f - Lo

Descrigtion ,of Target Populationi(s)

: @+ 20 Inservice teachers at Wainwri ht Elementary School.© - . : -
-\ 2males, 18 females; 1black, 19 wg}nite . o -
b.] 4 Teacher Corps Interns . .
4 females; 2 blacks, 1 Latin, 1.white ,
c. 2Teamleaders - L ,
1black, 1white g ;
d. ; 1Principal . =& .. 4 . v
7;,1 white female - - ' . o T
e. ‘Elementary Students L : o
o 376; 22% minority (black and Chicano)
. (basically lower middj‘b,_'c'lass — 8({% with some working. - -
“class.— 20%) RS Cy
f. 22 Preservice Students ¢ - v .
© 2 mdles, 20 females; 1 black, 21 white ) .
8 12Teacher Educators™ - 7 , o
5 males, 7 ferfales; 2 black, 10 white . . )
h. 12 Teacher Educators.in Training ! - ) - .
_ - 2males, 10 females; 1b|ack,,1‘Chicano, 10 white o 3
~ Since the major thrust of the M.S.U.-L.S.D. Teacher Corps Program is
directed at tegcher curricular development and. decision-making, it seemed

appropriate, tha
* " ,Each curricul
.set of evaluati

t the major dependent.variables relate to teacher behavior,s.r—
development team was charged with the construction of a
n items which would fall into the following three categories:

- (1) what are tedchers’ self-perceptions of their curriculum planningskills and

/
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their valuing of
content and curri

ch skills?; (2) what is their actual knowledge of curricular
ular planning skills?; and (3) what is the-extent of their use

of these skills in their teaching and planning? These three questions flowed"
from the projeét’s commitment to changing the sense of powerlessness by -
groviding “teachers with: the technical and intellectual® skills :to make
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cofnmitment to use thesg skills. The first two of -tHese questions were
concretized in a set of folyevaluation instruments {one for edch curricular
area). The third questioh.dealing with the extent to which teachers actually
employ decision-making. ‘and curricular, development skills, in" their
professional lives will be ‘answered through classroom observations. '
* In addition to this primary data source, the Lansing School District has
made available to the Tenth Cycle Teacher Corps a complete data base of
pupil achievement for the target Teacher Corps. school as well as several
other similar elemientary schoels in ‘the district."Although it is riof éxpected’
that students will show dn immediate change in performance on the stan- .
dard test measures included in this data,file, it is expected.that over the long
term as teachers gain in competence and confidence in curricular decision-

,making and development, that student scores will show a systematic im-

provement. We therefore hopé.to track the perférmance of the students at- . -

the target school over an extended period of time. <. .
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MURRAY STATE UNIVERSITY PROJECT
Project Director: . Dr. Jerome Hamsworth :
" Project Evaluator: Dr. Bill Price o . .

College of Hyman DeveIOpment and Learmng
4+ Murray State University . . .

‘Murray, Kentucky 42071 © . . ‘ " ,
: - - “ ! R “' - ' \‘ :

Pro;ect Goals 4 3 . ‘ -
* This prolect proposes to create a teacher-student learning situation that L

will identify. and maximize divergent leérning potential§ and styles in both
teachers and students to the end that each child will be properly classified as

vgifted.” . . .
The primary o'bjectwes.of the prolect are: - : ' : '_ |
. ldentify talent strengths as |dent|f|ed on tests of academic, créative,
D . . planning, commumcatmg», forecastmg and decision-making abilities.
R 2. Developmg organizational structures to focus a wide range of efforts
: on maximizing and.developing |dent|f|ed talent strengths.
3. Develoffing teaching strategies which show the greatest promise for
- each teacher.and intern developing student talents. W

4. Integrate. - teachmg activities ‘with.-a variety. of means for.-

. syste’matlcally gammg mfprmatmn .on students potentlahtles and
progress. P & s

" [ I ' o oo » »

Research Adoptlon .

» a

There existsa substantial body of research that mdlcates most children
possess some specialized ability of a.high order if enough ways were .
avallable to test for those. ahilities. That each individual child does ave
umque talents is critical .40 this project. The purpose of. this projectfis to

° . . create within the. 5choola ‘unique atmosﬁhere where the teacher has the - .
» opportunity- and has deveIOped the. skills, to view- and d|scover the
.uniqueness of .each child. ~—
BIooms succinct statement. expresses the prolects‘ purpOse
The consequerice of teachers’ viewing each. individual

) as possessing unique talents of a high order (in contrast with -
) viewing only a small group — perhaps 10 per cent — as s
-ﬁ . having a high generalized ability) are. tqmte profgund. The -

-

teachers’. apprecratnon of the unique ‘merits of eh child AN
could have img@rtant consequences for the ways in which
the student and teacher interact as well as.for the ways.in. . .
-which' the teacher mnght try to help each student in th@ R
‘ " learning process : o ‘,‘ P
*The - purpose is -focused upon the deiﬂonstratlon requifément of the
training for systematic adoptiogfof research findings and eezfnstrugtlanal
and organizational strategies ohuman and phys:cal resources ‘to demsﬁ'-
strate_the adaptiveness of resedich. R
;lh brief, it is to demonstrate the practlca.lty of the reseﬁrch wh;ch hase . [9
found almost all chlldren ‘to’ possess umque taIents of a high ordér an(,.\

*,
., -
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capable of being called “gifted” in some- area of their: development This® ,

. .pro;ett will apply the research in this area in a middle school teacher-student ’

learning situation in which low-income and- minérity- students comprise ~

approximately one-third of the student body. THe project, will also -

demonstrate the type of teacher training and retraining necessary to be’
- provrded by teacher training institutions for ﬁeetrng the problems related to

. students of law-income families.

“Gifted” is defined in this proposal as a taIent or abrllty‘ a person
" possesses that can be identified and developed that is of awnique and high
order. This talent may be one that is not revealed i ina general abilities test or
in the standard norm tests that are administered with a single result reported.
It will therefore be necessary to administer ability tests and ‘other pre-.
assessment insttuments, both commercial and teacher made, to discoyer
divergent ways of classifying'and developing special unique talents that
students(epossess It should be_emphasized that identifying and maximiz-
ing each child’s uniqueness is not a simple matter of test cpnstruction and
administration. The program being developed is a unique student-teachet
interaction process, that could have significant educational results. This
interaction is based on totally.new concepts for experienced teachers who
. have beeh teaching on the previous assumption that students fit the bell
curve of low to high achievers with the largest percentage of children in the
middle. The new concept that Bloom and other researchers have demon-
- strated is that éach child has some ability that is useful and |mportant that is
at the high or gifted end of the capability scalg§. Specific training in human
potentigl as well as diagnostic prescriptive d evaluation techniques are’
required for experienced teachers as well as acher interns to demonstrate
the research application to students of low{pcome families.

'

Proiect Research and Evaluation Activities »

Research and evaluation activities within the project focus upon the
measurement of impact in at’ least four dimensions: (1) impact upon

. students, (2) impact upon teachers, (3) impact upon the school and its
learning environment and (4) impact upon the community served by the
school. The assessment program endeavors to measure more than student
performance alone, although academic achievement levels will be examined.,
through analysis of C.T.B.S. scores. A comprehensive and realistic measure
'of student outcomes must include measurement of key factors descriptive of
conditions and educational processes which influence student performance.
These include factors such as teacher attitudes toward a variety of
educational concerns and processes, as well as measurement related to
degree of student classroom participation, teache; emphasis on' rein-
forcement of self-concept, levels of individualization within the classroom,
and development of potential in unique talent areas. .

- The basic concept around which this project is organized necessltates'
the generation of data of at least two basic types: (1)”identification of
specific and unique talents for each student, including the normal range of
academic competencies determined by the C.T.B.S., and special potential in

the areas of forecasting, decision-making, creativity, planning, com- -

munications, and leadership, and (2) descriptions of each teachers in-
structional environment — educational process data — as perceived by

N )

v

K1)

M .
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students within that environment. Talent.identiﬁcatioq data and educational

process data both become input for the inservice instructional” program "as

teachers 'develop}arefin'e, or modify instructional systems, materials,

management systéms, organizational patterns, and interaction pattern's

within their individual teaching egvironments: ° * R

'« Educational process data is collected primarily through the use of the.
. Student Activities Questioringire (SAQ); a 65-item instryment which foguses .

o ‘ s o /\?PENDICES VL
. 3 .

-

. upon student perceptions of their learning environment. The use of students™. = -

perceptions as opposed to available observational/analysis processes for the

collection of these data offers one clear &tivantage: process data available to » , *
- projeet staff, interns, and teachers is provided in both ndrmative’and on an .

* individual student basis. : . .

- . oL o . P . . P ‘.\1‘“"‘. S, T
o Since'the school itself can be considered-as a single énvironment, it was- )

deemed essential that specific ‘data. Be generated that teachers- and ad-

s~

-

e

inigtrators’might use in decision-makifig related to the total school and its ~-* ™

. /program.,To act.and reagt intelligently, every' member of theischostcom- "
™ life, of the environment of the school — the interplay among its people,
processes, and resources. Important dimensions of the" ényironment include -
the way. each .indiviqualsfeels about himself and the perceptions, values,
expectations, satisfactions, and dissatistactions: of the variqus groups that

.'...:. Munjty needs to know how other members perceive the réalitie's of school ,

make up the school community. To enable the’school faggzygand ad- -

. ministrators to have and use this kind of feedback data was.
the E.T.S. version of Questa — Questa | and Questa 4. ) .

The basic research findings that this project has identifi gate thaf

unique talents in children can be identified and developed. iihasis in

'« this statement is on the words developed or enhanced as well as idens

" tification. This projects gogl.is not just to recognize uniqueness of in-
dividuals of a high order but 0 provide a diagnostic analysis and a positive

Yered using

.

prescriptive .program ‘that wiI'I‘ enhance the identified abilities. e
%X : ’ ' ﬁ . e
LY ". ’ & ’ -y
5 , . . v
.t
. »
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. o .
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e The Oklahoma Teacher Corps Profect is Iocated at Moon M|ddIe School
C190TNE. 1Zj,th OIQahoma City, Oklahoma 73117. The project directar is ‘Or.
<4 " Thomas, H: ‘Gallaher whose office is located at the-University of Oklahoma
campus, 555 Constrtutlon Avenue, Norman, Oklahoma 73037, Mr. James A.
. Smith,* Pr%ram Development Spetialist, is responsible for coordinating:
ves evalugtron ctivities and: ftorlng and retrrevrng documentatlon data. He may
be addressed at the project site. .
. The ORkahoma Jea her Corps Project was desngned as a demonstratron
* center which would, pronlote professional and, personal development among *
i -educational workers. of va arious role groups through the implementation of a
« - trgining complex ln,supportlng this major purpose of educational personnel
development, the project employs, at virtually every level of, project
» operations, a collaborative décision-making strategy involving persons- in-.
mstrtut@‘nf\of higher educatlonf the public school system, the target
.coqrmunlty td be servéd, as well a5 those persons at the project site. ’
The thrée major program components in thg project are: Training for
. Inexperienced Teaghers Training for Experienced Teachers, and Community
" Volunteer Trajning. The majar thrusts of the training components are
categorl.zed as follows: (1) Multicultural Education, (2) Community-Based
. Education’ +(3) Accommodating Exceptronal Children, (4) Study of Teachrng,
and (5) Study of Organgtlons .

Project goals ’nclude the followmg Lo

1. Through a collaborative effort institutions of hrgher education, the
local education agency and the community served by it, will devel'op
/. ‘a' plan ‘for continupus implementation of a’ staff development’,

, ptocess ,and.the expansion of the cdncept districtwide.

4. 2. Todev ppr0ceduresforplann|ng,|mplement|ng,cq{ordrnatlng and

» - evaluating the Teacher Cdtps Project. -
¥ 3. To establish M training complex at a school srte through which
- personpel development programs will be delrvered to groups and

|nd|V|duaIs . Rt

. . \\
a. hProgram Components s
. 1) Inexperienced Teacher Component
. 2) Experiented Teacher Component

3) Community Volunteer Component

b. Training Thrusts T v
-7 1) -Community-Based Education’
* .2) Competency-Based Education
». '3) Accommodating Exceptional Ch;ldred
o ~+ 4) Multicultural Education . ,

) y §) Study of Teaching .
. 6) Study of Organizations -’ -

. " 4. To |ntegrate the. resources of Teacher Corps (Iocal network and

nat®nal) and those of the communrty and institutions of hxgher '

R education in meeting the needs of educatnonal ‘personnel at tbe
’ pro;ect site. X o, e
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~ profile of the faculty and staff at Moon.

1-4 yrs, 36%"| Bachelors 53% Black 26"'/; Female 56% 2025 14%].
710 [34% | Masters  43% | White 56% [Male, 40%[26-30  31%
1115 1 9% | ‘| Other 9% | * ° [31d0 26%
1620 |12% . . 4150 | 14%
Over 20| 4% _ . 5160 9%

. ’ , Over60 2%

~ / . N ""-s.".'}tv .
. X i 3 ks :
SR o e
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5. To.improve the learning environment and experiences of the student
population to be served. co ’ ) .

g . . . . 5/ - .
- ;6. To establish an effective system of commuhication for the Teacher

e Corps Project. P ~

D o R I
.~ & Interndl Information System ‘ C
%7, 1) Management Team . s
: 2) Project Steering Committee K '

: ’7" © 3)-Staff Advisory Committee - s

4) Community ‘Advisory Council -~ ’
- 5) Project Staff .. : 1,

" b. External Information System 7 :
" 1) Board of Education/Public Sshool Officials -
2) State Department of Education . : ‘
3) Universities s . .
4) Community .
5) Teacher Corps (National, Network)

7. To monitor progress, assess project effectiveness and disseminate -

results 'to relevant publics. -

I3

Yy

8. To assume responsijbility far Teacher Corps 12th Cycle proptl)sal.

. The project’s ma'jor' intarvention strategy is the establishment of a
training complex to facilitate the implementation of a continuous. personnel

- .development. process ' at a school site. All training programs will be

developed based on needs identified by target groups. The delivery modes

. will include group.and individualized/personalized instructian in a com-

pgtency-baséd format. Each training program will incorporate aspects of the
six training -thrusts listed above. L .o )

Target ?bbulation

-

. " .The major target population to be affected by the project is the faculty
and staff, of the Moon Middle School, the target site. Figure 1 reveals a

-
i .
- o N

1

Experience  Highest Degree  Race’ K Sex Age

Figure 1
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The data indicate a relatively’ youthfuI somewhat lnexperlenced'
‘minimally licensed, multicultural faculty and staff who, during negotiations
with the school drstnct for a possible target site, requested that the project’
be located at:Mqon. The request alone is sugmfucant evidence of a faculty's,
ability to recognize re-training needs and the potential resources of Teacher
Corps in dssisting in their professional development.’ ‘

The administration and faculty at Moon are.seeking to implement team
teaching, improve instructional skills and mterpersonal relationships,

. develop better communications, provide more meaningful educational

experiences for. students, improve faculty morale and student att|tudes

- toward school. o

Of. secondary |mportance as target groups to be affected by the
Oklahoma Teacher .Corps Project are: (1) the student population at Moon
Middie School, (2)'the community served by the school, (3) mstrtutuons of
higher educatuon- nd (4) the school district.

*  The Oklahoma/aCIty school district is currently operating under a court-
-ordered desegregation, plan which involves. the cross-town bussmg oof students
to achieve pre-determined ethnic.ratios. Moon Middle School is located in a
community predominantly populated by low-income, black families in ‘the
east-central part of Oklahoma City.' Under the desegregatlon plan, the Moon
student body is comprised of 1,040 students grades 6-8, with approximately
33% of the student body ldentlfued as poyerty-strucken The ethnic mixture
of the student body is 32% black, 54% white, 8% Native American, 1% Ch|cano

"~ and. 1% Vietnamese.

A needs assessment study indicated that studérit suspensions for rule
infractions were high at the scho'i achievement was relatively low, and that
even with the existence of spegial education classrooms, and publuc support
services, a large number of students with special Iearmng/behavuoral
problems were being neglected. - :

While the school mainly serves the east-side community in which |t is o
located, the desegration plan requires students from other areas of the
metropolrtan district to be_bussed to Moon. Thus the.community actually
served by Moon Middle School becomes virtually the entire school district.
Community-related pro;ect activities, then, mvolve;, parents of students from
approximately'thirteen “feeder schools.”

» The Oklahoma Teacher Corps Project is a consortrum‘gove‘rned project.
The Ok1ahoma Consortium for Urban Teacher Education was.formed |n 1969
and currently consists of the following institutions: e

Oklahoma City Publuc. Schools © *
Bethany Nazarene College -
Central State University '~ - - S
Langston University : ‘
Oklahoma City University (
Oklahoma State University _
Southwestern Oklahoma State Umversuty
University of Oklahoma

.

| ’ ‘
The: prolect also has as its target group these .institutions of higher
education by influencing their programmatic efforts téward ‘competency-
based teacher educat|on the exchanging of ‘personnel for consultatuve and

v )
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.- ‘.ins‘truct_ional purposes, the mutual sharing of resources and other support -,

. services. Thys,- the project seeks to influence , collabogative - efforts in
“teacher education on a.state-wide basis. S X

.

Assessment lnsi;‘uinents : .

A To provide baseline data -for futwe. comparison the following
assessments and measurements were administered to Moon Middle School
faculty and staff. ce . , ‘. :

LY EIEY : ‘ T
Minnesota Teacher Attitude Inventory. The MTAI was ad-
-ministered on a pretest/pgosttest basis to determine or dif- - r
‘ ferentiate those teachers who held Jpositive attitudes toward ‘
' children and their profession. The-celiability of this scale for .
25 rat.ings was 93, ) . . f

-
i

Organizational Climaie Description Questionnaire. The .
' OCDQ was administered on a pretest/posttest *basis. This
v+ . instrument provided ‘useful information, describing the
: Jorganizational climate of’\(he school. The insttument was
" developed by Andrew Halpin. .

v
Y

Teaching Different Pupils. This instrument, developed bi/‘ .,
+Dérothy Skgelv, was used to discriminate between teachers
" with positive and . negative attitudes toward %Iturallx‘

‘

. disadvan®aged children. = .
o Staff lnioﬁnation'lnventory-. IH{informatibh form was used -
to provide a profile of the staff at Moon Middle School. The *

instrument was locally de\’/eloped_.

Q - . .

/° Moon Middle School’ Needs Assessment. The information
obtained from this instrument provided the staff with a list of"
need indicators from' which .criteria variables could be
determinied. .This ihstrument was district constructed.

Course Interest Survey. This instrument was used to further
validate the needs assessment information on priority -
training needs. The survey was locally developed..

+ Workshop Evaluation Questionnaire. The purpose’so_f this
"instrument_ was to determipe the effectiveness of the
preschool workshop in attdjning its objectives J of m
establishing departmental goals, (2) determining policy and;

»  (3) providing baseline information. The questionnaire _was

’ locally develgped. “ e ) - '

I .

To provide evaluation data for future comparison changes-in
student achievement, attitudes, perceptions, and behaviors
‘ * the following information was collected. To study grade
s equivalent gains, a random stratified sample of one hundred

e . 102 :
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o, Cny Public Schoels make its selection for. the pro;ect both

. students from each of three educatlonal levels (grades 6th

..7th, “and ‘8th) was administered the M.etropolltan

. Achuevement Test on a pretest/posttest basis. This battery is -
widely used among'schoels;and its rellabllxty and validity is
relatively acceptable. The use of this test by the Oklahoma

.desirablé and expedient.

Grade  Subtest - . "% . Form o 3
Y6 e Word Knowledge /" “Intermediate (Form G)’
Reading Language, ‘ ~
.o Y Spelling . - .
7 Word Knowledge, - f.\dyanced (Form F) e
Reading Language y e -~
. Spelling BN . L
8 * Word Knowledge, Advanced (Form G) ‘
Reading Language . . L
-Spelling” . : -
r . . ”,

(.

4

v
'

%

e Y ot

. A

r
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Learning Environment Inventory. Thig instrument was . ad-
ministered to a random sample of 100 students from each of
three levels. The irstrument measured students’ perceptions .
of the Iearnlng environment in their classrooms.

v

i
°

The Children’s Self-Esteem Inventory. One hundred students
from each gf three grade levels were randomly selecteti and
administered this instrurhent. The Oklahoma «City Self-
_Esteem Inventory has a.test-retest (stability) correlation of
+0.88, and content validity based on an expert panel of Title
1 teachers consuItant% and administrators. Concurrent
validity data reveal a cdrrelation: of 706 with math com-
putatlon N - '

'(/\J\

.Student' Population information was obtained from the
school district’s Department of Research and Statistics for the
purpose of proposal writing. This information was revised as
the project began to obtain a more current agd accurate
reflection of student populatioh characterisfics\ . .
Attendance and Suspensron Data. ‘Information egarding
_these variables was obtained from: the school istrict's
‘Department of Research and Statistics where this data.is . .
contlnuously gathered. and stored.. : - T

“\ ‘ . s N , .
Referral/l’lagement Ratio. Data regarding the number of . /
.students placed in special learning programs after berng-

“referred for dia nosis- are monitored from records stored in
the school counselmg department

.\ Lo®
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SAN JOSE STATE UNIVERSITY PROJECT

.

Director: * Robert L..Spaqldih'g
Address of Project: ~*- - . ¢ -

: “‘Room 200, School of Education - \ .
, . ‘San Jose State University, San, )ose, CA.* 95192
Telephone: (408) 277-2666 . . ‘

' Project Goals and Objectives .

3

s
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.The-pr}ncipél goals of the San Jose State University Teacher Corps

»

1. To.utilize the _results; of four different lines of educational research -
.(teacher self-analysis, models of teaching, pupil learning styles, and

that occurs in their classrooms.

-2." To provide teachers with optioris to seleft from an array of training
i

possibilities as well as.to generate the

own plans for training ex-

. perienc€s in order to ‘meet 'their training needs as completely as

‘possible.

} o S . g
- 3. To integrate, and therefore, adapt more adeqyately the findings of
several related but separate lines, of research on' teaching: »
spécifically,,to relate training in models of teaching to pupil learning

& styles;and to relate both of these to teacher decision making. -
. . . ,v -~ .
LU . ..
The objectives of the project are: o

l

) . ] s L - . .
1. To provide for each student those teaching/learning experiénces that °
“build upon his learning style and his particulag learning strengths.

student’s special culture.

2. To prbvidé .a  teaching/learning program that attends <té6 each

" teaching repertoires and learning styles. \

-

"4. To inwolve parent3 ih the i'nstrgjitiqnal decision-making proce:

x
A &

5. To train parénts in the use of instructional strategies that will

* enhance learning in the home. . |, -

6.. To broaden teachers’ repertoires of teaching skills through: training in

alternative-models ‘of teaching.

7..To develop a teacher observation, feed ba,cﬁ, and self-analysis system )
that attends to a teacher’s skills repertoire and the learner’s strengths <~
7 P SR “ .

and learning style.

SS.

.

4

*3. To build. an information bdse that attends to relationships among

teacl']er_ decision making) to assist inservice and preservice teachers .
to deVelop skill in studying and impfoving the teaching ard learning

{
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~ 8, Tobuild teachprs"-abili_tytb adapt teaching to eﬁach‘s'.'tudent's learning
style. i Y N . -, . : '

9. To provide immediate feedback to the teacher regarding his per-
formance for purposes of. self-analysis. « ——~—
10. To prbvide a cumulative record’of teacher-learner interactions ‘and
their outcomes for purposes of instrucsional decision-making.
v N . . b , . .
’ . . ‘ . . § T
11. Totrain four teachers new to the profession in skills related to self-
analysis, models of teaching, adaptation of contemporary research
findings, learning styles,: and ‘instructional decision-making; to
develop their capabilities for responding to’ the needs of students
from multi-cultural backgro@n(}s.. " .

4 ] . . . LR ‘\ -
Teachers in the Rogers School-are offered access to any one or any -
combination of training activities based on the sevéral lines of research

outlined in Section Il. The training components offered are these:
-~ g " - »

.Component I: Self-Analysis of Teaching ’
* " This component of the training program was designed to .
help the teacher to study his/her interaction with_a single
child, who is selected by the teacher because of some
- learning problems. The teacher decides what teaching
procedure Might work best with #the child, and also deter-
L+ mines what part of the interaction will be studied. To help.
teachers study this interaction, trained observers watch the
teacher and pupll :working together, and record what hap- ' - .
pens on tally sheets.or an a small, hand-held typewriter like :

machine. Thesg- data” are sent over the telephone to,a
computer, and the ‘computer sends back a graph or some: . 4

other easily-read display of information for the observer and

teacher to see. To help the teacher understand the computer , :
. display, the observer is able to “translate.” As a result of'this- ~ SR
. type of stydy, teachers identify which procedures.-work best” - :

for particular learning problems (Morine & Vallance, 1975; -

. Semmel, j972). . R RV //
Component 11: Models of Teaching . - T ‘

Training in Various models of teaching forms a major S
component for both interng ‘and experienced teachers. at .

* Rogers School. Bach model of teaching is a teaching/learning "

- strategy that has certain goals and a specific sequence of . -

- activities to achieve these gqals. Each model has an in- - .
structional system that teaches the theory of the model,
trains the teacher in the critical skills of the ‘model and

- provides feedback so that the use* of the model can be
. . -nfastered. .- o
-+ Through the use of models of -teaching, teachers can .
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. . . . design a wide range ot learning environments. Some models
of teaching have group process as their emphasis,.others
ca stress - personal skills like uaderstanding feelings and -

creativity and other.models ha eveloping tonce|
S . thinking .processes as their emphasis.” The work
' ' .. Joyce and Marsha Weil, as expressed in their book
: : . Teaching (1972), is the major source for the trainifig

. d
Component 111: Applying Cor‘itemporary Research Findings
. -~ This cemponent of the training program was designed to . ‘
¢+ * help teachers find out what is currently being learned by.- .
researchers about -effective teaching The .Far West -
Laboratory was to collect this information abouf current.

.* research, and file it in order to makez’t easy to select in-

, . ‘formation related to teachers’. classro rEoncerns. Teachers

) . were expected td idenlify speci#f cdngerns and seek
. © assistance via the "“research couhselor,” 3wk 6 would consult

‘ the data file at the Far West Lab. ! S i

: The initial plan is being . modified .’ Tﬁﬁ . .research
e counselor has been meeting other types of specific;concerns

: > of teachers. Rather than seeking res‘eai;ch findings, teachers

- -at Rogers School are in need of. counseling related to

hildren, parents, other teachers, administrators and ‘the

eacher Corps staff. A fuller development and demonstration

— - of this component is underway under Dr. R. Dershimer's

. . R .

leadership.

Component 1V: Leaming Style of Students*
"As in the “self-analysis of teaching” component, this
approach uses atrained observer. Teachers select pupils who
. o + arenot responding or behaving as well as they might and the
’ observer takes careful notes over severaldays to discover, the
pattern or “style’, of learning that each pupil shows. :
: _ - . After studying the .classroom learning “styles” of the
, ; " pupils the observer shows the.teacher the results of her -
< ii'" .observationszand they, together, work out a plan to improve
A the léarnh?:asituati for each pupil. Changes in seating
- arrangements, ways if which assignments are made, ways in
_ which disturbdnces are dealt with, etc., are suggested and
: ' agreed upon. This is called the "planned tréatment.” :
- - Onceaplan has been'worked out the observer visits the \
classroom - regularly and keeps notes on each pupil’s
.responses to the new plan. The notes are shared each time
with the teachers and adjustments to the plan are made if
needed. The data gathered each day are recorded on a table
(or a graph) so that the teacher can easily determine how the .
. pupils’ learning styles are cHanging as a’consequence bf the -~
planned eatments in the classroom (Spaulding, 1971).

« . - v

S
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Component V: Teacher Decision Making . - 4
' .« “This component ofthe project grows out of the training

of the other four components. For example, teachers who
have had training in all four components will have:

¢ 1. studied their own teaching to learn which Ptocedures
work best for particular leaming problems. - -

: learned several new teaching procedures (models).

- gained information from the research counselor to help

them deal with their classroom céncerns. ‘

iden‘tified'their pupils’ individual learning styles.

.
w N

0
>,

Thgy should be abie to bring all of this information together -
.to.make decisions about how best to work-with the various :
Bupils’in their classrooms. - .

s

Component VI: The Exceptional Child Component
' The exceptional child program, is’ based on. the iden-

.~ tification of each pupil’s characterfstic social behavior and . - -
task orientation by means of close observation in the
classroom. As a consequence of such observatign, combined
3 with consultation. with teachers, parents, and. special

. education personnel (as appropriate), personalized programs
of classroom instruction and ,behavioral management dre
developéd for all children.” These personalized,’ , .
diagnostic/prescriptive procedures do not require the
conventional labels of special education. Instead, teachers
are assisted in ‘making use of observation data to design
appropriate educational environments suited to éach pupil’s -

“own way of coping with the social and_academic forces of

.

the regular classroom. . A . . .
‘. ] . ' "_, . . . . . , P
Description of the Target Population : e v o e

' L %]
Primary emphasis of training activity is upon classroom teachers a
the intefns.- However, many farget groups arejirivolved. The discernable” £
groups and individuals are: : a s ERSE
"1 Four interns -, : T e o
Eighteen classrdom teakhers . '
. Speech specialist -, . A
. Reading specialist? "
. Teachers (2) of the educationally handicapped
Team Leader- o .
Community Coordinator : ‘ ‘ -
Site Coordinator '
« 9. Principal R
10. Eighteen Classroom Instructional Aides . o -
11, Parents in parent/child study groups
12.. High school tutors ‘ '
13. l!niv'ersity faculty in teacher education (20)

PNOLAWN

ERIC

Aruitoxt provided by Eic:



Y

~

-

/

ERIC

Aruitoxt provided by Eic:

.,

100 o o e ' . APPENDICES

Descriptior of Indicators of Suc'ce'ss‘

Success of trdining programs ‘in the San Jose State ‘Uhiversnty Teacher -

Corps Project is determined by examlga;fon of trainee ‘change. Base line
measures are compa;ed with process an

types: Y
1. Involvement in plannihg and training actlvmes ‘
2\Participation in planned training activities. N

3. Atlitudes toward training activities as measured by the Levels
of Use of Intérviews (developed by Frances Fuller and Gene
. Hall of the University of Texas at Austin).
4. Acquisition of prototypical behaviors - vis-a-vis each in-
Jstructional and classroom management model (as measuregd
_ by the T.L.S. observational,system developed by Bruce ]oyce. :
and STARS developed by Robert Spaulding). "\ LT
5. Changes in' pupil attitudes, glassroom behavior and
achievement data as a- function of training events (as
measured by Spaulding’s CASES classroom observation
system“and by Rogers School achievement test records).

. led
. L
- t . - - .
. ‘ -
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i STANFORD UNIVERSITY PRO]ECT . )

.
..,

: Proieg tDirector:” Decker Walker e S e
o Evaluatron Umt E.C. Begle Barbara Pence Lynne Cray, 1r|s Berke -
Addréss®" Teacher,¢drps Pro;ec‘t o #
, .7 .0 T - Stanford. Uniyetsity . oo . .
Tl Stanford Califomia-94305
¢ ) RN - - . .. . ' '
Project Goals ) "." Yy o .
1. To rmprove~the ’educatlon of chrldren from low mcome .
y + familes. T
o 2.. To improve the programs ‘of preservice teacher preparatron
s " offered by Stanford University. T

¢ 3. To irhprove pfograms for continuing professronal education

e » at-Stanford University.”
‘4. To determine the effectiveness of our desrgn for applylng B
research findings. _ N . o
Research Interventlons and Treatments S , oY

"Each ;omponent of the complex Stanford-Hoover project determrnes

i what researcirstrategies,.interventions, and tec niques it will use. We, had

anticipated during the planning stages, that reliance on, previous research

. ‘ results and willingnes$ to |mplement small-scale research projects .at the

“school.site would be a major part of the project. Although wé have not.been

rrhplementrng our own studies, various'€oniponents of the project have trred
a’ number ‘ofiresearch .interventions. .

- The Math Work/Study team tondutted a study to see how much and
Awhat *kinds of math learning is retained over the summer. This involved
testing in the sﬁrrngof 1975 and again in the fall of 1975 to see what students’

4, retained. Results of this study will be analyzed to help determine what and
»".» how to teach so: &hat maximum math learning is retarned durlng vacatron

e peﬂod

"+ 7 .The Language Arts /Work Study team has'examined literature on team-

- teaching, using*contracgs, working in open space; and is now looking at
effects of language interference versus readin .problems in children’s
reading errors. This group plans to take oral reading samples of children

identified by teachers as being poor readers andor of a Spanish" language’

 family (the design is not definite yet), examrne them- for reading and

language interference errqrs, and Mmodify. teachingitechnlques accordingly.
"The language’ arts teachers also-plan to introdute training in sentence
combining (O'Hare’s work serves as. the guide), and compare students’
composition writing abrlrty before ahd after WOrk in sentence comblmng
technigties.

- The Physical Education Work/Study team plans to admrnrster a survey
of -attitudes toward: physrcal education to Hoover teachers, Students,.and
parents. Irt addition, they:hope to admrnrster a'survey. to find out ‘what

“subjects withiri P.E. the students and their parents want taught. When the
A 'results of this survey areanalyzed they hope fo. be able, to. rmplement a

*, as successful as'we had expected.in usrng vatidated tesearth results, and in

Y



Q

ERIC

Aruitoxt provided by Eic:

-

. -

-

* equipment to tape students swimming and doing various
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”differentia'ted‘staffing”'program using paréft an§ community volunteers to

teach certain skills or courses which the regular teachers do not know how to
teach, such as Mexican Folkdancing. This gro:(s; has made great strides in-
implementing theic ‘geducational physical ucation program,|and has

done much in developing'gontract programs. Next year they will t a‘study
' on three groups (one wavkifigon totally independent congracts, o working
the traditional way, ang 3 dependent

third o\ésing a combination of

contracts and the fradi method). The group has us

- video-taping
ther.activities,
and has used the tapes to focus students’ attention on parficular aspects of
their ‘performances. Although no actual controlled stidies have been

conducted to date, we have seen great changes in this gréup, evidenced by

a . the way teachers are conducting their physical education classes, and by the.

-organizational arrangements they are interested in trying. "

The Social Studies.'Work/Study team has been working fargely in
curriculum sub-committees; on ‘seventh and eighth grade curricula, on a
~ multiculturalunit, and on a unhit dealing with use of newspapers.
.The Bilingual Education Work/Study team administered a Language
" Dominance Survey to 85 seventh graders who had been identified by their
teachers as being from a Spanish-language background. Unfortunately, the
test was designed for elementary school children and although the students
“at Hoover Junior High have very'low reading scores, their knowledge of
English i8 sufficiently great that the test proved to have too low a ceiling, and
was an insufficient discriminator of. English-Spanish-language dominance.
The Multicultural Work/Study team administered an attitudinal survey,
the Multi-cultural Climate Scales, to’all Hoover students and faculty, which
is to serve as the basis for developing the multicultural team’s priorities.

The Community involvement Work/Study .team merged with the:
Community Council, set goals, including the implementation of a tutoring
program .and developed, together with the Evaluation Unit, a questionnaire to be
administered to the .community. However, the principal would not permit the

* administration of this survey. P .

- One of the.project’s goals had been to preface work in-any component
by an extensive literature search. Many components turned up little of use to
address the specific problems which had been identified by the Hoover--

.Stanford Work/Study teams. the Open Space Work/Study team, Jn par-
ticular, found that little has been written of.a general nature which would

. help not only the Hoover teachers in planning their move to a new open-
space school, but all.teachers in similar circumstances. Thus, this group
developed its own manuals, “How to Survive in Qpen Space,” and’”A Guide for
Teachers Moving into Open Space” which are compilations and distillations of
everything found in past literature, to which has been added the wisdom gained -
by the team this current year. The Open Space Work/Study team has also
developed an igstrument designed to determine what factors “encouraged
teachers to.work- cooperatiyely, and to enable teachers to monitor anticipated
problems involved in the move tq an open space school.- This instrument has '
been administered to the'Htgver faculty, and to the. faculties of two other Sap-
Jose junior high schools approximately.one month before each one moved inz4 '
its new open space school. The instrument will be readministered approximately -
three months after the move to the new schools. L

w ) _
- 1140
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: The §valuation Unit hasmmstered_ questionnaires to the Hoover
faculty and to the participating Stanford faculty members which will be used
to assess changes in attitudes along a variety of indicators through the two
years of the project. . o ' ' )
. .- The preservice program uses a pre-post test mode for the cognitive

-aspects of the training provided i
interns’ experience is not feliant on research techniques or interventions.

» . - . N

‘Target 'Popu_latipns ) LT

The primary ta.r‘get piopulations are the Hoover teachers, aides, and

interns. The students, community, and administrators at Hoover are

. secondary targets, as are the Stanford participating faculty and research
assistants. We might call some other target groups tertiary or peripheral, buf
the project is being watched by them,xand may have considerable impact on
Stanford faculty who are not directly involved, and on the administration of
the San Jose Unified School Dijstrict. ., ' '

N -t

. -
&

Indicators Used To Determine Success ; "
We have defined several different kinds of success which we hope to
achievé. Some involye changing classroom management techniques, such as
using team-teaching'and open space, which are readily observable. Some
involve making curriculum improvements, which are also easily
documented. To gauge degree of community participation, we use at-
teridance records at meetings, lectures, presentations, numbefs of volunteers
for certain tasks, etc. In addition, several surveys (a list-follows) have been
adrinistered, and we can look at students’ grades and scores 6n standard
achievement tests. : ” ' .

. LA ’ ‘ .
Language Dominance Test (85 seventh.graders) -
Multi-cultural Climate Scales (all Hoover students and
" teachers) . >

", Survey to Hoover teachers

Survey to participating Stanford faculty
CTBS scores for all Hoover students , .

. - .
' . .

However, a major part of our assessment of success depends on observation
by project participants and by the evaluation unit. We have come to feel
that in our particular situation, it is best to keep the number of instruments
administ,gred and tests given down to an absolute minimum, so that we can
. get full cobperation on the few, carefully chosen ones we deem crucial.
-Because most project participants and the/evaluation unit meet frequently,
we are able to maintain with a high degree of certainty that our observations

are legitimate indicators of success for our project.

.
. 5 -
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UNIVERSITY OF CENTRAL ARKANSAS PROJECT .

Name of Proi“ect Director and Evaluator

Dr. Jeff Holland, Director

P.O. Bok C '

University of Central Arkansas . B
Conway, Arkansas 72032 . .

Dr Darrell Gentry, Evaluator
PO

University of CentraI Arkansas - _
"~ Conway, Arkansas 72032 : . >

Descnptlon and Listing of Prolect Goals

1. To introduce .into the teacher-training and retraining
program, a model.to increase the proficiency of regular
classroom . téachers to meet the educational, needs of
children with learning or behavioral problems who are in
their- classrooms.

2. To provide on-site instruttion for regular coIIege students as
a college supported activity to complement the retraining
program. = * -

3. To continue the development and implementation, as well as

. the evaluation, of a competency-based téacher education

. prograrh for the University of Central Arkansas. <

4. To provide in-service or site-based retraining activities
emphasizing curriculum- deveIopme‘nt and materials
development among teachers of prlmary schooI aged

~ children.

5. To provide parents with home-use mater|aIs 'to complement
the school-based’ educational program and provide traxnrng
in the use of such materials. (To involve parents in the
learning experiences of their children.)

6. To become acquainted-.with and participate in the in-,
volvement of community resources found in the target
community. -

Description of Intervention and Treatment

. The Tenth Cycle Teacher Corps Pro;ect at the University of Central
Arkansas has two focal points — improving the professional competency of
teachers in meeting the special needs of mainstreamed students, and
providing selected readrness activities for handlcapped students who erI be
marnstreamed into the regular cldssroom.

The paradlgm for improving teacher competency is a competency

. based inservice program developed at the Education Service Center, Region -
13, Austin, Texas. The materials provide approximately 40-50 hours of in-
. struction delivered in three phases. The program focuses,on skills, concepts,
and attitudes necessary for elementary teachers to assist mildly handxcapped
students with the environmental orientation and. adjustment required of

- .. 112
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re mamstreamed into_ the regulfar *clqssroom More
specifically, the.grogram" deals with the problems of individualizing in-
struction, utilizifig: altérative management strategies, and interfacmg the
regular and special education teacher. ' A

Phase }/'— Mamstreammg-— involves approxrmately 12 Fnours of in-
struction ich 1s facilitator.directed but involves the’ partrcrpants inlarge-. .
group -3id small-group activities. Phase |l — Skill Building' — i seeks to-
devel skills through problem-solving activities relﬁ‘ed‘to individualization~
of i tructlon Participahts work independently or i small groups at data

25 Examples of _data bank - topics are: Assessment/EvaIuatlon Com-
mumcatmd Gradin Report-rng, Learning Styles, Learning Envrronments. and

them Wh'en 'the{/‘

"“Curriculum SeI/ect n. Phase 1| —-lmplementatlon — provides e processes

‘the- nmplementatlon of mdwrdualrzedunst ction. ., |
_ ;‘ tep in the provision of readiness activitigs for ‘the speaial *
educat;on stydents: who-. are to be main treamed the" teache/tnterns ad-
mformal -multi-disciplinary i ventory The results ate used to

23
2.
0
P43
.
-
R
4

- :.-dlagﬁose e students’ strengths and weakfiesses. A con5u|tmg tepcher then
S vyorksw‘
,»' alread{f ﬁe?en studied by’ the ‘regular staden ﬁl’he/consultlng teacher also
LY teacheg’th&ﬁtudent the. rules of the classroo thantroduces h!m or her to

th' each chlld on an mdrvrdual basrs preparing him orber for entry

iven special instraction in those skills and/Goncept§ which have ’

the regular teacher and members off the“cl&g
. A

! -
! \\ . %

. 3 ; A

m Pnrpary School is a K<3 choo] caf ”in-.t'he central area of

Ithas a'staff consnstlﬂg 11 one prl lpal two secretaries, 28
chers, wrth ftve specral teacheer mclud’mg two special
education ;éﬁtﬁers, one rem |a| r‘eadfng teachér %one musi¢ teacher, and
_one librariar.’ Th student body, conswts «0f.720 students with a ratio of 63%
black and 37% ante One- l(aorvmore of the students are reading below_
grade level. Twénty-one percént o‘rf'the student body is housed.in a Federal
Housing Project near the school Thls is the onIy neighborhood school in the
thtle ‘Rock School Blistrict. -i ', '

\l‘ ‘\

. Descnptlon of Success Indlcafors ™

LY

One indicator of the success of the Teacher Corps Project should be the
impact of the inservice trainifg upon theteacher. The attitude of the teacher
toward special education students and toward curriculum will be measured
using the Curriculum Attitude Inventory developed by Michael Langenbach,
University of Oklahoma. This instrument was constructed to discriminate
between teachers with- positive and those with negative attitudes toward
curriculum use and plannlng and has been validated and used to determine if
teachers in an inservice situation with curriculum planning experience have a
moré positive attitude toward curriculum use and planning than do inservice -
teachers without such experience.

Another aspect of the impact upon teachers is knowledge of ex-
ceptional children and of the placement program for such children. The
Rucker-Gamble Education Program Scale will be used -to- measure this
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knowledge. The “instrument requires the respondent to suggest the best
educational placement for 30 different children. Kinds of placement in-

- clude: regular classroon¥, consultant conference, consultant and direct

services, resource room, part-time special education classes, full-time special
education classes, and placement in a residential school rather than the

"~ public school.

A'second facet of the project deals with the impact of readiness ac-

. tivities upon mainstreamed students. Two specific areas have been selected

ERIC
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for - measurement — _self-concept and academic achtevement. The Self
ervation - Scale - will be used to measure the way children perceive
erjselves and their relationships to peers, teacher, and school. It measures -
-dimensjons of self-concept: (1) self acceptance, (2) social maturity, (3)
affiliation, (4) self security, and (5) achievement motivation.
instrument dsed to measure academic ‘achievement will be the SRA
pent Series. This is a widely-used, well-known battery which
asurés several areas of acddemic growth. Scores from this will be used as
’.‘ir}Qicator of the progress of mainstreamed students and will also be used

“'Yrcompare t‘a performances of regular students who are assigned to classes
. which” contal

mainstreamed students' with the performance of regular
students who are not exposed to have mainstreamed students in . their
classroom.’It should-be noted that the original plan called for the use of the
Metr";politan.Ach ievement Test to be used for measuring achievement, The
changg to the SRA Achievement Series resulted when the school system
involyMdgvitched their system-wide testing program. S
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* UNIVERSITY OF OREGON PROJECT _

. Co-directors:  Dr. Robert Hammon ) :
' " Dr. Keith Acheson» ~ -
Evaluators: "Meredith Call

s Paul Raffeld .

. 8
Address: - Teacher Education Division
R College of Education-
- . .- University of Oregon
et Eugene, Oregon 97403

K
]

- - - The University of Oregon Teacher Corps Project in Eugefie began with
_two fundamental .assumptions. The first is that many inservice teachers are
»‘i‘\adequatel‘y; pfepared to meet the needs of exceptional children. The
second is that there is an dbundance of research-based-teacher training .
material, developed over the past decade with federal funds, which has not
. been compiled. and disseminated effectively to inservice teachers. :

Project Goals . - ' o . Coe

e A common. feature of many of these recently generated training
. materials_is ‘thatthey.are focused toward the exceptional child’s needs.
. Therefarg; an over-riding goal for our project is to facilitate the connection
of inservite teachers with research-validated  techniques for improving
instruction of all ‘children, and particularly ’ext:'eptiona,\l children. -~ X
-.." Project Activities - . T U , .
. .The project research’ team spent the fall ordering, reviewing, and
- evaluating materials from all over the country, If a training package fit into
- one of our four project categories {diagnostic and prescriptive teaching;
competency-based curriculum development; program ‘goal gssessment; and
community resource integration), it was ordered and‘examined rigorously for -
careful research validation data: Of the 255 packages reviewéd, only 51 thet "
- our objective criteria for incorporating the best available research.

B T.?rté_t’:l?onulation, L

o Ck, Yo ‘- e
At present, project merﬁb'e‘rs*_are working closely with teachers, interns,
aides, and parents to select from materials which met our critéria and which - -
. appear to geet needs in the site schools. . ,
Our elémentary site is a Title | designated school where over 50% of the
student body fits the state definitions of exceptional child. ‘ -
. The secondary school site also was selected on the basis of having a
high concentration of exceptionalchildren. Clearly we have an agpropriate ‘ o
audience, and the project aim of using the best available trainigfg materials :
to help teachers teach these students is a critical one. - .~ - o
The training of our interns provides another level within this general’
. project focus. One of our secondary interns — an exceptional person in that”
she.is blind — is concentrating on reading instruction with ‘adolescents who

-

have not yet'mastered decoding. As she, works with her master teacher to

& Sy e .
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i1gain competence with teaching techniques used in her school, she is
~ simultaneously learning from project members in university classes about

research-validated techniquesfor teaching reading. Consequently this intern -
will be increasingly able to contribute to, as well as drawyfrom, the expertlse

* available at her training site. .

The elementary interns work almost exclusnvely with exceptlonal
children in a variety of settings. There is developing an’increasing "give” to
balance "“take” as the interns become.aware of what is, versuswhat tight be.

So far we Have found tooperatmg téachers at’ both levels very con-
cerned about addressing the unique aspects of the exceptlonalglchlld and
very receptive toward new ideas” from both the interns -and the demor-
stration componen; of our project. ' .

s
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B ..-wssrvmcnmnmcum.cpnps PRO]ECT

LR

A

: N Y 4 . .
D_trector._ _Ronald B. Chlldress _ A
Evaluator: Thomas F¢ Breen 111, Program Development Specialist
. Address! 224 Hill Hall - ' '
Wést Virginia: College” of Graduate Studies’
" oL Instltute West Yirginia 25112
Prolect Goals and Obiectuves o . _ .

e %

Project Dlrector and Evaluator

[ L.t

A. Community Education N

1. ‘Develop a home-based early. chlldhood educatlon program for
Clay County parents. . .

.2. Facilitate. ‘increased ' community partnupat:on in

' "educaflonal/commumty programs and projects. :

3. Where feasnble,develop acomprehensive: community supported

-volunteer tutorial program focused on the expansion of existing

-federally ,funded. prograrhs and.on becommg self-supportmg .

should federal (undmg cease.
Research, Documentatlon and Evaluatlon ; :
1. Desngn and establish'a data~based research. process~mode| which
e will provide information on a rural Teacher Training Complex_
' with respect to participant.and total program -accountability.”
2. Désign and establish a management information delnvery system
- for the implementation of a rural Teachet Training Complex
with respect to project activities and results.
3. Design, develop and operatlonallze a comprehens:ve pro1ect
evaluation design. «

™ :

' C. Teacher Training and Retraining N
1. Deésign  and implement a model demonstration

. training/retraining complex in Clay County which will include * -

involvement/participation. from the SDE, the Iocal school
- system, the community, and" IHE. :

- 2. Field test an ingpvative graduate level elementary education
-program which will be: fle% -based and responsive to the needs
of the Appalachlan school commumty which it serves. . :

- P. Local Education Agency N
" .1. Provide opportunities to staff renewal through a continuous’
program of retraining/development. 7
- 2. Nurture and enhance the dlgm?nd pride of chlldren teachers
~ “and” community "persons in their Appalachian culture and
Ls heritage.
.'.3.'-7-Ues|gn and .implement an individually gunded educatlon
<. program 'in-the Teacher Corps Trammg Complex. '
4, Deterrr_une status of curriculum- in the Training Complex.

L r

‘ _
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Research Intervention LT,

significant . measurable changes inteachers and, consequently, in students.
?.( This model program.represents a rather novel approachtotraining teachers

’

' designed to tefich them'“to employ. a diagnostic-prescriptive model of

teaching and based on the application and“adaptation -of research -models

* . and findings to the elementary-school -classroom., )
r:* Any instructional strategy or technique must be adapted by an in-
% dividual teacher not only’ to his own personality- and style but also the -
‘material which is being taught and to the individual abilities of the students.
The individual teacher is, presently, the only person who can adapt research
‘setting. . ’ ) .
A non-traditional research-based program has been developed at the
West Virginia College of Graduate Studies to train t&achers to apply research
findings in the classroom. This._program calls for a strong fqundation in
. educational research, assessment, curriculum and’ instructional. planning,
= . and evaluation. This strong planning and assessment: foundation’is coupled
with some basic, but indepth, study in psychology and human development.
A complete description of this program may be found in the Elementary
Education Program Area Self-Stidy (1975) and in the syllabi of the program -

'

. courses. el :
d, *Target Population SR | -

'’ . The Elémentary Educ'atiqn Graduate program is being offered to the
interns and to the teachers of the Clay County, West Virginia, school system.
* Specifically, however, the project training complex is located in the Clay

~of the intetvention are expeeted not only on the teachers but also, and as a

* consequence, on the Clay Elementary School students. . A
Although Clay is a rural Appalachian community, the intervention'is in

n6 way intended to be specific to such a population. The effects should be

generalizable to almost any group of elementary school -teachers and "

students. } .

fa

Indicators of Success S - L

The project employs basically a pretest/posttest design to test the
impact of the graduate program on teachers and students. Among the
measures are:, . '-. ; ; .

a. the Minnesota Teacher- Attitude Inventory (MTAI), a measure of
teacher attitude; ' o . -

:b."the Purdue Teacher Opinionaire, which .measures teacher per-’
ceptions of the school'epvironment, the community; and community

values; ) " N -

. @ measure of teacher self-esteem;

. ameasure of knowledge of content of the graduate program;

e. the Student Attitude and Activity Survey, a measure of student

S attitude toward school ‘and vatious subjects, student

N

an’

w self-concept, and participation in individualized learning; * .

ERIC
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on learning and instruction and on individual differences to the classroom

Elementary School, the largest elementary schoal in the county. .The effects™ _

. The principal research objective of the project is to fest whether the
College of Graduate Studies Elementary Education program can produce . .

t
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f .student achievemgnt, the. Stanford Achlevement Tests .and the

* Educational Deveipment Series; and -

. g." teacher classroom behavior, Flanders Interactlon Analysns and,other
‘rating scales.
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